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ABSTRACT

The Perceived Effect of the Rapid Rise of Hispanic English Limited Language Learners
on the School Systems of Northeast Tennessee

by

Dwayne Phillip Moore

This study examined the rapid rise of the number of ELL/ Hispanic learners who are enrolling in
the public school systems of Northeast Tennessee. The purpose of the study was to determine the
effect that the rapid rise of ELL/Hispanic learners was having on these school systems.

The approach to the study was a mixed-methods approach. Data were collected from respondents
using a survey instrument that included both Likert-type responses and short answer questions.
The population of this study were the 132 building-level principals of the 17 public school
districts located in the First Congressional District of Northeast Tennessee. There were 81 survey
responses received from the participants for a percentage of 61.4. Descriptive statistics and
frequencies were used to analyze the quantitative portion of the survey using the Statistical
Package of the Social Sciences program designed to analyze and display data. Qualitative data
were analyzed using the "cut-and-put-in-the-folder method" suggested by Bogdan and Biklen
(1998, p. 186).

The findings of the qualitative section of the study revealed that principals were concerned about
cultural differences and ways to encourage parental involvement at their children’s school. The
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communication barrier was mentioned as the most common barrier at their particular schools.
Principals were concerned with the increasing pressure concerning standardized testing and
adequate yearly progress. They also stated that the testing process was unfair to ELL/Hispanic
students. Attendance and discipline were issues that principals stated that ELL/Hispanic students
required no more of their time than did non-ELL/Hispanic students.
The quantitative data revealed that principals with a substantial enrollment of 5% or more
ELL/Hispanic students in their building reported they do not have an adequate number of
translators and they prefer a pull-out program versus a replacement program. The findings also
revealed a large neutral response from principals to the Likert-type items. This may be because
these principals had few or no ELL/Hispanic students enrolled at their school.
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CHAPTER 1
INTRODUCTION

In the past 10 years, there has been a dramatic increase in the number of English
Language Learners (ELL) who are attending the public school systems in Northeast Tennessee.
As noted in an article in the Knoxville News Sentinel ("Hispanic Population Growing," 2003),
“Tennessee’s Hispanic population has grown by 11.6% between the years 2000 and 2002" (p.
A1). Furthermore, as recorded by the Tennessee Department of Health (2004), census bureau
figures show that Tennessee’s Hispanic population nearly tripled during the years 1990 to 1999.
Fry (2003), writing in the Citizen Tribune, pointed out, “About one in six U.S. children are
Hispanic; that figure is expected to increase to one in four by 2020” (p. A1). Many communities,
particularly those in the Midwest and South that have not had large Latino populations before,
are struggling to meet the needs of new arrivals with limited English skills (Fry). It is obvious
from the previously mentioned figures that the number of Hispanic speaking children who are
defined as English Limited Language is increasing. Many school systems struggle to find
teachers who are certified to teach English Limited Language. Until recently, the growing
presence of Hispanic students was a phenomenon that has affected school systems in large urban
areas more than those in suburban and rural areas. In a speech delivered to the National Press
Club in 2000, then-Secretary of Education Riley (2000) stated, “Hispanics account for 15% of
the elementary school age population between the ages of 5 to 13” (p. 22).

The education of

this group of students presents both a challenge and opportunity to the entire school community.
The group most affected by language and cultural barriers is the individual school's students.
There are many challenges that range from developing skills in oral and written communication
to understanding cultural differences. Students with limited English skills arrive in United States
schools at various times during the school year; this causes placement challenges for most school
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systems. According to Howe (1994), “School staffs must also focus on the needs of language
minority students and refrain from underestimating their capabilities” (p. 42). Many educators in
Northeast Tennessee have only recently become aware of the need to understand and effectively
educate the increasing numbers of Hispanic students.
A poll conducted in 2000 by the nonprofit organization Public Agenda (Chavez, 2003)
showed that 75% of migrant parents wanted their children to be taught in English. Chavez
reported of a similar poll taken by the Center for Equal Opportunity that found only 17% of
Hispanic parents wanted their children to be taught to read and write first in Spanish.
School systems are not only faced with overcoming cultural and language barriers but
now there is also an emphasis on all students making Adequate Yearly Progress (AYP) as set
forth by the No Child Left Behind Act of 2001. A part of this legislation states that each
subgroup must become 100% proficient by the 2014-2015 school year (U. S. Department of
Education, 2004). A student identified as ELL can represent more than one subgroup; students
may be identified also as economically disadvantaged. These goals have not only increased
awareness, but they have also increased the pressure and accountability on all states, systems,
and schools. The pressure has increased to the point that a school not achieving the National
Goals can become a targeted school with other sanctions to follow for each year the scores do
not improve (U.S. Department of Education, 2004).
The state of Tennessee reportedly has been a leading state in taking steps to ensure that
all of its school systems are in compliance with federal regulations. The most recently adopted
state ESL policy ascertained, “Policy is designed to set minimum standards for Tennessee's
public schools and districts” (Tennessee State Board of Education, 2005, n. p.). This policy is a
monumental step to the growing challenge of a rising Hispanic population. The policy has two
purposes. It serves as a first step towards improving program practices based on the learning
needs of students with limited English proficiency. In addition, it establishes the necessary
compliance requirements for districts and schools to meet their obligations under Title VI of the
Civil Rights Act of 1965 (Tennessee State Board of Education).
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Statement of the Problem
Many school districts are now facing the challenge of an ever increasing ELL/Hispanic
population. This surge in numbers is being experienced not only by large systems across the
nation but in less populated areas as well. According to Reynolds (2003):
As of July 1, 2001, there were an estimated 3 million Hispanics in the country, more than
any other ethnic group. The census indicates that with the 4.5% growth from data it
released in April 2001, Hispanics had surpassed Blacks, whose ranks grew 1.5% over the
same period to an estimated 36.2 million, or 12.7 % of the nation’s population. (p. A4)
This trend is having a tremendous effect on the school systems of the United States including
those in the Northeast Tennessee region. Reynolds added:
Schools are being forced to deal with an ever-changing clientele and the culture of that
group. All told, census projections call for the Hispanic population to grow to 39.3
million by July 2006, en route to 43.7 million in July 2010. (p. A4)
These figures are in line with the rapid rise of Hispanic students in Northeast Tennessee over the
past several years. Reynolds explained the growing challenge:
Although large urban areas have witnessed the most substantial growth, more rural areas
are now becoming part of the rise of Hispanic population. This is why the growing
Hispanic population will continue to present challenges and opportunities for those trying
to reach them. (p. A4)
For the purpose of this study, an ELL/Hispanic learner was identified as one whose
native language is not English and whose native language is primarily Spanish. According to
data released from the State of Tennessee (2001) for the school year 2002-2003, “An English
Language Learner (ELL) is one whose native language is not English and whose difficulty in
listening, speaking, reading, or writing English is an obstacle to successful learning in a
classroom where English is the language of instruction” (p. 25). The ELL learner must be
provided the services of a certified English teacher as a Second Language Learner (ESL) teacher.
For the school year 2000-2001, 103 of the 138 school systems (75%) in Tennessee reported
having 12, 362 ELL learners. The number of ELL learners increased by 35% from 1998-1999
and 1999-2000. However, both the number of school systems and the number of students
reported each year have increased substantially since the 1993-1994 school year when 47% of
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the school systems reported having only 3,430 ELL students. Increases were reported both in
large urban systems and rural counties (State of Tennessee). The problem that this study
addressed was to determine how this rapid rise of ELL learners has had a perceived effect on the
school systems in a 10-county area in the northeastern portion of the state of Tennessee.

Research Questions
The following research questions served as the focal point of the study:
1. To what extent do principals say they feel that English Limited Language (ELL)
programs at their school are adequately staffed?
2. To what extent do principals prefer traditional or pull-out programs for English
Limited Language (ELL) learners.
3. To what extent is parent involvement and communication a challenge for principals
of English Limited Language (ELL) learners?
4. What is the perception of principals concerning Adequate Yearly Progress as set forth
by the No Child Left Behind Act?
5. Do principals encounter more or fewer discipline problems with English Limited
Language (ELL) learners?
6. To what extent is the amount of time devoted to English Limited Language (ELL)
learners by the principal more or less than non ELL students, and what issues does
this raise?
7. What is the principal’s perception of standardized test scores in relation to English
Limited Language (ELL) learners?
8. To what extent are the attendance patterns of English Limited Language (ELL)
students a concern for the school's principal?
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Significance of the Study
There are many barriers that exist in trying to educate ELL students in the public school
systems of Tennessee. Communication is the most common barrier with which students, parents,
and school personnel must contend. Cultural differences represent another barrier that inhibits
the educational process. Often, students entering the United States' schools from a country such
as Mexico are lacking the academic skills necessary to be placed in age-appropriate grades.
This study provides information about educational barriers. I explored the services that
exist for ELL learners and the reaction of schools and administrators to ELL learners. There is
also information concerning the cultural differences that sometimes separate Hispanic students
who are ELL learners and their American classmates.

Definitions of Terms
1. English Limited Language Learner--A student whose native language is not English;
ELL status must be determined by the IDEA Proficiency Test (IPT). A score of less
than English Proficient on any subtest qualifies students as ELL. School districts
must document and determine accommodations each year, based on individual need
and abilities (U. S. Department of Education, 2004). For the purpose of this study,
English Limited Language (ELL) and English Second Language (ESL) are used
interchangeably.
2. Hispanic Learner--One whose ethnic determination is Hispanic, as chosen on school
data forms (U. S. Department of Education, 2004).
3. Building Principal--the person responsible for a particular school as determined by
district and who has controlling authority or is in a leadership position (State of
Tennessee, 2001).
4. No Child Left Behind Act--The federal law with mandates that affect each school in
the nation. On January 8, 2002, President Bush signed into law the No Child Left
Behind Act of 2001. This new law represents his education reform plan and contains

17

the most sweeping changes to the Elementary and Secondary Education Act since it
was enacted in 1965. It changes the federal government’s role in kindergarten
through grade 12 education by asking America’s schools to describe their success in
terms of what each student accomplishes (U. S. Department of Education, 2004).
5. Adequate Yearly Progress--Adequate Yearly Progress (AYP) is a measure of yearover-year student achievement. The goal of No Child Left Behind is for 100% of
students to be proficient in reading, language arts, and math by 2014. Standards for
AYP are set to ensure that schools reach that goal (No Child Left Behind Act, 2001).
6. ESL Teacher--A certified teacher of non-English language background students who
have problems meeting the same high educational standards set by the state of
Tennessee as their English speaking counterparts because of a lower level of English
proficiency
7. Bilingual Education--An educational program for children whose native language is
not English. Children are taught for some portion of the day in their native language
with the goal of moving them into mainstream English classes as quickly as possible
(English Language Learner Knowledge Base, 2005).
8. Mobility/Transition Rate--calculates student turnover by dividing a school’s average
daily membership at the end of the school year into the number of students who
withdrew during the same school year.
9. Brace Map--A graphic organizer that is used to identify part/whole relationships
(Thinking Maps, 2005).
10. Replacement Program--A program where learners start in the ESL class for all or part
of the school day and are gradually transitioned into content classes (State of
Tennessee Department of Education, 2005).
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Delimitations of the Study
This study was restricted to a 10-county area in the northeastern portion of the state of
Tennessee that is the First Congressional District; therefore, the findings of this study may not be
generalized to other populations. The validity of this study was delimited to the degree that
subjects were candid in their responses to survey questions.

Organization of the Study
This study is organized and sequenced as follows: Chapter 1 included the introduction,
statement of the problem, research questions to be explored, significance of the study, definitions
of terms, and the delimitations of the study. Chapter 2 contains the review of related literature
and research pertaining to the problem being studied. Chapter 3 includes a description of the
mixed-methods study and procedures that were used to gather data for the study. Chapter 4
contains an analysis of the data, and Chapter 5 presents findings, conclusions, and
recommendations.
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CHAPTER 2
REVIEW OF RELATED LITERATURE

This chapter provides a review of the literature and research related to the study. The
review of literature will focus on the following areas:
1. Hispanic population/family,
2. barriers in educating Hispanic students/academics,
3. achievement results of Hispanic students,
4. bilingual education, and
5. Hispanic culture

Hispanic Population
The Hispanic population numbers are on the increase. A trend observed by most casual
observers is now documented by United States Census Bureau figures. According to Genaro
(2004), “In June 2003, the census bureau reported that Latinos are now the nations largest
minority group at 38.3 million people” (p. 96). The population of Hispanic persons residing in
Northeast Tennessee has also increased rapidly in recent years. It is a trend that can be observed
by the casual bystander. As pointed out by Walker (2003), government officials and politicians
have known for a decade that the population trend line of Hispanics was pointing only one way-up.
The growing number of Hispanics has influenced not only school systems but other areas
of American society as well. According to Price (2002), the growing Latino population in the
country has caused some American restaurants such as the fast food chain Burger King to
provide Spanish-language menus. The National Football League also is reaching out to
Hispanics. Price reported that data from Nelson Media Research showed that the American
Broadcasting Company’s (ABC) Monday Night Football was the second-most watched show in
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Hispanic homes in 2001 (The Simpsons was first.). Price wrote that Commissioner Paul
Taglebue pointed out that nine NFL teams: Arizona, Dallas, Denver, Houston, Miami, New
Orleans, San Diego, Tampa Bay, and New York already broadcast their games in Spanish on the
radio.
The current pressure on educators to instruct all students equally is being noted across the
entire nation. As explained by Cunningham and Shagoury (2004), “It is never too early to start
comprehension instruction” (p. 34). The state of Tennessee is not alone in facing the challenges
of dealing with the rising Hispanic population. One of the eight priorities identified in Goals
2000: Educate America involved increasing parental participation in their children’s educational
process. In fact, researchers have identified parental involvement as a pivotal determinant of
academic success (Perez, Pinzon, & Garza, 1997). At schools where parental participation is
not only encouraged but also deemed mandatory under federal regulations, schools are
challenged with trying to communicate with the minority student population and their parents.
Cary (2000) suggested that plenty of charts, visuals, and student samples could be used as text
support. Cary added that comprehensible, engaging instruction meant that ELL students
acquired more content and more language.
Most educators would agree that all learners, including ELL students, need to practice
their reading skills. Often the question is asked as to how much time should be devoted to
reading sessions. Allington (2001) stated that this is one of those unanswerable questions
because children differ. It is also a difficult question because the answer would depend in part
on what level of reading would bring satisfaction.
Many practicing educators are of the opinion that only English should be spoken in the
classroom during instruction at school; yet, most educators are unaware of the fact that most
ELL/Hispanic students speak Spanish a majority of the time while in their homes (Worthy,
Rodriguez-Galindo, Assaf, Martinez, & Curervo, 2003). According to Worthy et al.,
“Proficiency in Spanish is important and serves as a strong foundation for acquiring English” (p.
275). As it is with most learners, contradicting messages tend to create confusion and
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apprehension. There is an apparent conflict with being bilingual for older or higher-grade level
Hispanic/ELL students within the mostly English culture.

Barriers
Involvement of the family is crucial to a child’s success in school. Educators have
known generally for a long time that the more actively a family is involved with the school, the
more successful the student will become. Perez et al. (1997) suggested that providing a context
for students to understand and apply what is being taught at home and school presented a strong
argument for encouraging active family involvement in the school. This process requires
replacing traditional parental school activities with more active participation in educational
entities and active involvement by means of “minority” groups. The family structure is very
important to Latinos or Hispanics. As acknowledged by Perez et al.:
Sharing extended family and sacrificing personal needs are common practices of
Hispanic family members. In many instances where the family is immigrant, it is the
younger children, those who have been to American schools who serve as the
communicators. Adult children remain by their parents' sides to care for them even if
they have developed a family of their own. This intergenerational dependency among
Latino families is apparent in the not-too-unusual involvement and consultation of
grandparents, uncles and aunts, and cousins in a variety of decision-making activities
ranging from education to health. (p. 182)
It is important that educators make a strong commitment to families when working with minority
groups. Perez et al. explained:
It is often perceived that many immigrant Hispanic parents receive little, if any, formal
schooling before moving to the United States. This unfamiliarity with schools often
results in a double barrier for students. Parents have no background for valuing
education as well as have to face the communication barrier. Providing classes on
English as a second language in the schools, particularly for newly immigrant families,
could be beneficial. Some schools have, with encouraging results, experimented with
parent centers on school grounds where Latino parents can obtain social services. (p. 182)
More and more classrooms across the country are filled with children who speak
languages other than English. In these diverse classrooms, many teachers struggle with how to
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create reading and writing instruction that is appropriate for their English Language Learners.
(Fay & Whaley 2004).
There is a widely held assumption among many educators that Hispanic families are not
all accounted for. This may include school-aged children residing in the United States who are
not enrolled in public schools. As stated in Curriculum Review ("Census Overlooked Many
Minority Children," 2003), the 2000 U. S. Census missed an estimated 1.13 million children
according to research compiled and released but not endorsed by the Census Bureau. About half
of those uncounted children were African Americans and 29% were Hispanics. These figures
were disproportionately high as African-American children made up only 15% of the nation's
underage population and Hispanic children composed 17%.
It is a common goal of all educators to effectively communicate with parents of both ELL
and non-ELL families. A key component of serving the needs of English Language Learners is
establishing strong relationships with families. It was found that educators sometimes viewed
low levels of parental involvement as a lack of parental trust in the educational process (Gray &
Fleishman, 2005).
The issue of whether or not to retain students, especially those who are Hispanic/ELL, is
at the forefront of many educators' debates. Many would argue that retention is not in the best
interest of any student. On the other hand, according to Mora (2005), there were teachers who
noted that promoting a student to the next grade before necessary skills have been obtained is
not in the best interest either. Mora added:
A recent study of achievement factors among Hispanic students conducted by researchers
at the University of California found that students who were over-age in high school
because of retention and other factors were "80% more likely to drop out of school before
graduation. (p. 11).

Achievement
It has long been the law of the land in the United States that the government will provide
for the education of students who are between certain ages. It is only within the last 40 years that
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there have been laws created to provide for the education of students whose native language is
not English. According to Worthy et al. (2003), the 1968 Bilingual Education Act stated that
Limited English Proficient (LEP) students or ELL/ Hispanic students would be educated to meet
rigorous academic standards. Worthy et al. presented further details of this Act, including:
LEP students will be educated to meet the same rigorous standards for academic
performance expected of all children and youth, including meeting challenging state
content standards and challenging state student performance standards in academic areas
by (a) developing systematic improvement and reform of educational programs serving
limited English proficient students through the development and implementation of
exemplary bilingual education programs and special alternative instruction programs; (b)
developing bilingual skills and multicultural understanding; (c) developing the English of
such children and youth and, to the extent possible, the native language skills of such
children and youth; (d) providing similar assistance to Native Americans with certain
modifications relative to the unique status of Native American languages under federal
law; (e) developing data collection and dissemination, research, materials development,
and technical assistance which is focused on school improvement for limited-Englishproficient students; and (f) developing programs which strengthen and improve the
professional training of educational personnel who work with limited-English-proficient
students. (p. 277)
There has been much debate in recent years concerning the most effective method of
educating ELL/Hispanic learners, although the provisions have been in place for a number of
years. The academic achievement level of Hispanic learners is both startling and revealing to
those in the educational world. According to Howe (1994), when compared to African
Americans and Caucasians, Hispanics entered school later, left school earlier, and were less
likely to complete high school and enter or complete college. Howe further stated that the evergrowing presence of Hispanic students was a phenomenon that had already dramatically affected
many school systems. He explained:
The Hispanic population comprises more and more of the American pie chart. Already 1
in 12 persons living in this country can trace his or her origins to Latin America. Since
1980, this population has increased at a rate five times that of non-Hispanic Whites,
African Americans, and Asians combined. (p. 42)
Teachers and administrators nationwide are concerned about the academic achievement
rates of Hispanic ELL learners. With the implementation of the No Child Left Behind Act,
school instructional accountability is a requirement for the Hispanic subgroup. As Khisty (2002)
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pointed out, the mathematics learning and overall academic achievement of Latino children was
still a major concern of educators across the country. A child who might not seem to be
proficient in speaking Spanish could come from a home or community in which Spanish is
spoken exclusively. Thus, the child’s environment is bilingual; this has a profound influence on
his or her experiences, perceptions, and knowledge base. Hyland (2003) stressed that “Second
language learners not only need realistic strategies for writing but also a clear understanding of
genre to structure their writing experiences according to the demands and constraints of
particular target contexts” (p.48). ELL/Hispanic learners often fall behind their peers in their
classroom achievement levels. Riley (2000) elaborated, “Hispanic students generally are not
performing at the level of their peers. By age nine, Hispanic learners lag behind in reading, math,
and science” (p. 22).
Many ELL learners are exposed to English in the school setting only. Khisty (2002)
found that there were many Hispanic families who still communicated entirely in Spanish. In
essence, the assumption is erroneous that a student who can adequately use his or her second
language, English, in a discussion or in a social context can function just as well with the
academic language that is found in textbooks and learning activities. Moreover, researchers such
as Thomas and Collier (1997) have found that the academic language takes five to seven years to
develop and requires deliberate instruction.
It is important that teachers recognize that their students who are ELL are still developing
their academic proficiency. Instruction to Latino students, in particular, must be given in as
comprehensible terms as possible. According to Khisty (2002), the most important idea to keep
in mind is that listening is the weakest academic language shell for second language learners.
Teachers can address this deficiency by minimizing the requirement for students to learn by
listening only. This strategy can be accomplished in a variety of ways including writing words
on the overhead projector or board as they are spoken or pointing to words in a prepared written
text as it is delivered. The public is now beginning to be made aware of and realize what
educators have known for quite a few years: The influx of Hispanic students in the U.S. public
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school systems is having a tremendous impact. Central to this new pedagogy, according to
Gutierrez et al. (2002), is a renewed focus on testing and the concurrent implementation of
reductive or narrowly defined programs. These programs are often taught by teachers with little
formal preparation or experience in teaching, especially to English Limited Learners.
President George W. Bush has brought this educational gap to the forefront of the
national stage during the past few years. As cited in Olson (2003), Enelida Schofield, the
principal of W. L. Henry Elementary School in Hillsboro, Oregon, who co-chaired the
President’s Advisory Commission on Educational Excellence for Hispanic Americans, said,
“Hispanic students are being left behind all along the educational spectrum” (p. 328). She added,
“The present crisis requires all Americans to act right now” (p. 328). Schools across the United
States are now faced with accountability issues. Bielenberg and Fillmore (2005) predicted, “By
holding schools accountable for the academic progress of all categories of students, No Child
Left Behind has the potential to create greater education equity” (p. 45). Jiminez (2004) stated,
“Teachers need to assess students within three domains to ensure equality. The three domains are
using traditional assessment, assessing students' knowledge of other literacy, and determining
how students' perceive and respond to the process of learning a new language and culture (p.
576).
Research reports that Hispanic or ELL learners start out behind and often struggle to
catch up with their non-ELL peers. Mora (2005) reported that research based on assessments of
growth in language proficiency conducted by Ed De Avila, designer of the Language Assessment
Scales, was reported by the National Clearinghouse for Bilingual Education. According to Mora,
this research presented a clear picture of what educators could realistically expect for students
who began their school careers as non-English speakers. The data show that although students
may gain up to 54 points on a 100-point scale of proficiency in their first year of language
learning, they take from three to five years to gain academic proficiency that is reflected in their
reading and writing skills (Mora).
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Bilingual Education
Bilingual education, while relatively new on the educational scene, is one of the more
controversial topics among today’s teachers. According to Feagin (2002):
In bilingual education, the pivotal concern is the uninterrupted growth of cognitive and
linguistic development of young children. According to the best research available,
bilingual education programs enhance language acquisition process, as well as reinforce
language associated educational practices of bilingual children, over a four to seven year
time frame. (p. 196)
From California to Arizona to New York, there remains a debate concerning what to do with
bilingual education. There seems to be a growing trend toward immersion. Immersion as dual
language of ELL students also creates its fair share of controversy. According to Garro (2000),
"The national reputation of bilingual education has never been worse than it is today. Last year,
a long-gestating revolt in California culminated in the passage of a proposition forbidding
mandatory bilingual instruction" (p. 5). Traditional “transitional” bilingual programs were
created in the late 1960s and early 1970s in response to the legislature and court orders that
required schools to provide an education in a child’s native language.
According to Berliner and Biddle (1995) in the landmark case Lau v. Nichols in 1974, the
supreme court affirmed the responsibility of the states and local districts to provide appropriate
education for their language-minority students. As a result, districts across the country were
“forced” to take seriously the needs of children from immigrant families and opposition to
bilingual education soared.
As suggested by Garro (2000), dual immersion should replace the transitional programs
as the model for bilingual education. He explained:
Neurological research suggested that the window of opportunity for learning a language
is wide open in early childhood. Immersing young students, including English speaking
ones, in a dual linguistic program, gives them both a chance to learn two languages in a
country where many barely learn one. (n. p.)
A major argument against bilingual education is that students are not being successfully
educated. Many students “fall through the cracks” and finish their schooling years unable to
attain a job and support a family. Some would argue that many Hispanic students are not scoring

27

at the necessary level when being taught through bilingual education. Two years after
Californians voted to pass Proposition 227 to end bilingual education and force a million
Spanish-speaking students to immerse themselves in English as if it were a cold bath, those
students are improving in reading and other subjects at often striking rates ("Two Year Rise in
Test Scores," 2000).
In the past few years since Proposition 227 was passed in California, a state with a large
percentage of Hispanic students, test results are beginning to show dramatic gains. Noll (2001)
explained this phenomenon from a historical perspective:
The first bilingual public school in New York City was established in 1837 to prepare
German-speaking children for eventual participation in regular English schools. The
initial rule was that children could remain in German-language instruction for only 12
months, after which they would transfer to a regular school. But the German teacher
resisted this rule, believing that before transferring, the children needed more than limited
English fluency that they had acquired after a year of German instruction. The record is
unclear about how often the rule was stretched. (p. 290)
The debate still lingers today after almost 170 years of education has passed. There
continues to be many opinions about the one best way to teach English as a second language. In
theory, bilingual education seems to be the answer for ELL students. There are experts who
contend that students need to be in special classes taught in their native language before they can
begin to learn English. According to West (2000):
Bilingualism loudly has been heralded as an aid to youngsters whose primary tongue is
not English and who flounder in school because they are deficient in the English
language. The technique had its modern origin in a federal court decision more than a
quarter-century ago and became educational gospel with dense doctrine and stern dogma.
(p. 48)
West added that bilingualism would teach youngsters' academic subjects in their native tongues
as they also studied English and in a couple of years (so the theory went), they would be capable
of making the transition to English-language instruction.
Bilingual education has been thought to be a cure-all for ELL students. Recent data seem
to show that reaction has been mixed ("Two Year Rise in Test Scores," 2000). There seems to
be varying opinions concerning the best way to educate Hispanic students. Statistics show that
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the small number of students who graduate from bilingual programs can do well. For instance,
surveys from New York City showed that such students performed better on the English Regent
exam than did all other students and that they had a higher graduation rate (77.4 %) than did
students who received a mainstream education (66.1 %) ("Two Year Rise in Test Scores").
Nevertheless, such figures have been counterbalanced by other data that show many students
taking six years or more to exit bilingual programs that were intended to be temporary waystations on the road toward English fluency ("Two Year Rise in Test Scores").
As the population of the United States continues to grow, so will the percentage of
multicultural students, specifically those of Hispanic or Latino origin. This increased diversity
will create a need for more classroom teachers in areas where there are large concentrations of
Hispanic students. Fay and Whaley (2004) stated, “The more experience teachers have listening
to an individual student’s English, the easier it will be to recognize potential confusions as that
student reads” (p. 77).
Another trend in bilingual education is two-way bilingual programs. Recent research by
Krashen (2004) noted that two-way programs may be an effective method. According to
Krashen:
Two-way bilingual programs are those in which minority language children And minority
children attend the same classes at the same time, the idea being that minority language
children will acquire the minority language minority language children will acquire the
minority language. Claims have been made that two-way has been shown to be the most
effective form of bilingual education, and the best possible program for language
minority children in general. (n. p.)
Another promising point of success for schools was one offered by Short and Echevarra
(2004). The authors concluded:
Many English language learners receive instruction from content area teachers who have
not had sufficient training in second language acquisition to address the student’s
language development needs and to make content instruction comprehensible to them.
Improving ELL’s academic performance requires implementing high quality instruction,
sheltered instruction steered by research. (p. 13)
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Culture
“Many times it is forgotten that the first explorers to America were Spanish in origin”
(Stevens, 1995, p. 166). The difference in culture between Hispanic and non-Hispanic students
is reflected in students as well as their parents. Because students spend over six hours a day at
school, these differences often become very noticeable. Strong family values, religious beliefs,
and a sense of discipline can play important roles in often tight-knit and multiple generational
Latino families. Stevens pointed out that more than 25% of Latinos lived in families with five or
more people as compared to 11% of Whites.
According to Genaro (2004), families are valued both as a cultural structure and a source
of social support, “Whenever you have a school that does not bring the family along, it causes a
strain on that family” (p. 97). Another area of difference is the word Hispanic itself. There are
ongoing conversations about what precisely is a Hispanic person. Genaro explained, “There is
continuing conversation at the national level regarding the precise definitions of Latinos and
Hispanics" (p. 98). Genaro reported that Beverly Tatum in "Why Are All the Black Kids Sitting
Together in the Cafeteria and Other Conversations About Race," noted that although non-Latinos
often use the word Latino to refer to a racial group, it is an error to do so. Genaro continued by
saying that the term Hispanic was used by the Bureau of the Census as an ethnic label and not as
a denotation of race because Hispanics are a racially mixed group including combinations of
European White, African Black, and indigenous American Indian. Genaro explained that it is
possible for an individual to identify himself or herself as ethnically Hispanic and racially Black
or White at the same time.
There has been much discussion about what role education plays in the families of
Hispanic/ELL students. Many time times it is perceived that immigrants, especially those of
Hispanic origin, place little or no value on education. However, Ramos (2002) clarified,
“Contrary to the trite stereotypes that all Mexicans in the United States are poorly educated and
are gardeners and work in the fields, the 1990 census revealed that there were 3,869 immigrants
born in Mexico who held doctorate degrees”(p. 45). According to Trueba (1999), recent news
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and information showed that those Hispanics coming to America and American school systems
were placing more importance on the value of education. Trueba explained that “Immigrant
families commit to educational excellence, because they believe their economic survival
ultimately depends on their children's education” (p. 98).
Many Hispanic or Latino families want to blend in to the culture and society of America.
It can be said that there is no single true American culture but that all of the culture in the United
States is blended from many different cultures. Stevens (1995) explained, “Ethnicity rather than
class is behind the proliferation of multiple constituencies in United States society today. We are
no longer Americans as such, but hyphenated identities: Hispanic Americans, Asian Americans,
African Americans, and so forth--a divided people" (p. 166).
It is against this backdrop that the school systems of the United States and classroom
teachers in particular are faced with the challenge of educating a growing diverse population.
Ramos (2002) stated, “There is a need for a collective, encompassing direction to facilitate the
educational, social, and cultural development of Latino children and all immigrant children (p.
162). He further stated, “There is an intimate relationship between the successful adaptation of
Mexican immigrant families to our society and the academic success of their children” (p. 99).
Hispanic families want a better life for their children; this may come in the form of education or
economic influence. A better life for children is also what most American families desire.
Ramos expressed, "The strong commitment of Mexican families to their children's education is
only part of a more ambitious plan for the future” (p. 102).
There is an ever growing number of resources for the parents of ELL/Hispanic students.
As stated in the U. S. Department of Education's (2005) Guide to the Tool Kit for Hispanic
Families:
No Child Left Behind is working. Across the country, test scores are rising and the
achievement gap between White and Hispanic students is beginning to close. According
to the results from the Nation's Report Card, math and reading scores for Hispanic nineyear-old students have reached an all time high. (p. 6)
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There are contradictory reports to the statement that No Child Left Behind is working. There are
those who are of a different mind in their opinion of this Act. As reported by Mathis (2003):
It is the cruelest illusion to promise far more than we will ever deliver. Yet throughout
time, reformers of all persuasions have offered Utopian visions in exchange for
permission to shape the world to their view. With great fanfare about historic turning
points and fervent promises to America's children, in January 2002, President Bush
signed into law the No Child Left Behind Act, the latest reauthorization of the Elementary
and Secondary Education Act. (p. 679)
As can be construed from this writer, there is an opposing view as to whether or not the No Child
Left Behind Act is working.
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CHAPTER 3
RESEARCH METHODOLOGY

This chapter presents the methodology of the study. The purpose of this mixed-methods
study was to explore the perceptions of principals regarding the effect of ELL/Hispanic learners
on their schools.

Research Design
This mixed-methods study was designed to investigate the perceptions of principals
regarding the effect of ELL/Hispanic learners in their schools. The researcher employed the
short-answer type questions for the qualitative portion of the study. The quantitative portion of
the study consisted of descriptive statistics, frequencies, graphs, and charts. According to
Creswell (2005), “A cross sectional study can examine current attitudes, beliefs, opinions, or
practices” (p. 356).

Population
The population of this study consisted of principals in the first congressional district of
Northeast Tennessee. There were 17 school districts with 132 individual school principals in the
SDE 1 area. Copies of the survey were distributed to each principal. Responses were received
by 81 of those who were sent survey instruments for a percentage of 61.4.

Instrumentation
In the absence of an existing instrument to survey opinions of administrators, I developed
a five-point Likert-type response questionnaire as well as a series of short-answer type questions.
A pilot test of the questionnaire was conducted initially to ensure the validity of the
questionnaire survey. Information collected from the pilot test was used to calculate reliability.
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The pilot test was conducted among all of the elementary-school principals in the Hamblen
County School System. The survey was emailed to the appropriate principals. In the cases where
the initial email was not successful, a hard copy was mailed to the principals.

Data Collection
The email addresses for principals from the 132 schools represented in the first
congressional district of Northeast Tennessee were obtained from the state of Tennessee web site
on the internet. Introductory email letters were sent to individual school principals. The
questionnaires were returned to the researcher via email and land mail. Every effort was made to
ensure confidentiality. Subjects were asked to sign an informed consent document (see Appendix
C) explaining the purpose for the study.
The researcher organized the data into a spreadsheet. The data were organized by the
statistical program SPSS to determine the frequencies and descriptive statistics for each answer.

Data Analysis Procedures
The results from the questionnaires were analyzed using the Statistical Package of the
Social Sciences (SPSS) software program that is designed to analyze and display data (Gall,
Borg, & Gall, 1996). Descriptive statistics and frequencies were used to analyze the quantitative
portion of the survey. The qualitative portion is discussed with the short-answer questions. The
cut-up-and-put-in folder method suggested by Bogdan and Biklen (1998) was used. “It was the
way all data were handled before the age of good computer software. It is very similar to what
the computer does but you have to do it all by hand and is considerably slower and much more
prone to error. It involves taking scissors and cutting up the notes so that the units of data can be
placed in manila folders that have each been labeled with a code" (p. 186).

Research Questions
The following research questions served as focal points of the study:
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1. To what extent do principals say they feel that English Limited Language (ELL)
programs at their school are adequately staffed?
2. To what extent do principals prefer replacement or pull-out programs for English
Limited Language (ELL) learners.
3. To what extent is parent involvement and communication a challenge for principals
of English Limited Language (ELL) learners?
4. What is the perception of principals concerning Adequate Yearly Progress as set forth
by the No Child Left Behind Act?
5. Do principals encounter more or fewer discipline problems with English Limited
Language (ELL) learners?
6. To what extent is the amount of time devoted to English Limited Language (ELL)
learners by the principal more or less than non ELL learners, and what issues does
this raise?
7. What is the principal’s perception of standardized test scores in relation to English
Limited Language (ELL) learners?
8. To what extent are the attendance patterns of English Limited Language (ELL)
learners a concern for the school's principal?
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CHAPTER 4
ANALYSIS OF DATA

The purpose of this mixed-methods study was to examine the perceptions of principals
regarding the effects of ELL/Hispanic learners on their schools. A majority of the participants
were open to responding to the survey. This group of educators was on the front line of dealing
with the issues and challenges that come with having ELL/Hispanic learners attending their
schools. All of the answers and suggestions that were shared have been very beneficial in the
evaluation of perceptions regarding ELL/Hispanic learners.
According to the National Center for Educational Statistics (2003):
The number of Hispanic children as a proportion of all children has been increasing faster
than for White and Black children. By 2020, it is projected that more than one in five
children under 18 in the United States will be of Hispanic origin. Currently, Hispanic
children account for about one in six children. (p. 8)

Schools That Participated
The school districts and schools identified in this study were located in the First
Congressional District of Northeast Tennessee. The list of districts and individual schools was
obtained from the education website for the state of Tennessee (Tennessee Department of
Education, 2004). There are 17 public school districts in the First Congressional District that
collectively serve over 71, 587 students. The schools ranged in grade level from prekindergarten
through 12th grade. Demographic information for each district was also obtained from the
education website on the official school report card for the 2003-2004 school year (Tennessee
Department of Education). The tables listed below represent the demographics of the 17 school
districts that were involved. The districts varied from city to county controlled and ranged in
student population size from 645 to over 8,000 students. It is important to remember that the
Hispanic population in each system varied in size from systems that had no ELL/Hispanic
learners to Hamblen County that had over 750 ELL/Hispanic learners.
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Throughout the 17 school systems of Northeast Tennessee, the elementary attendance
rate was 94.8%, and 92.3% for high schools. The state of Tennessee's attendance rate was 94.8%
and 92.2% for high schools.
The following is the demographic information for the 17 systems involved in the study.
Table 1 presents demographic information for the Bristol City school system .

Table 1
Demographic Information for Bristol City School System
Students

N

%

3,635

92.8

191

4.9

Hispanic

45

1.1

Asian

31

0.8

Native American

13

0.3

Pacific Islander

0

0.0

29

0.8

White
African American

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).

Table 2 presents demographic information for the Carter County school system.
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Table 2
Demographic Information for Carter County School System
Students

N

%

6,107

98.3

African American

30

0.5

Hispanic

60

1.0

Asian

10

0.2

Native American

8

0.1

Pacific Islander

0

0.0

16

0.3

White

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).

Table 3 presents demographic information for the Cocke County school system.

Table 3
Demographic Information for Cocke County School System
Students

N

%

4,802

96.0

111

2.2

67

1.3

8

0.2

Native American

13

0.3

Pacific Islander

0

0.0

43

0.9

White
African American
Hispanic
Asian

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).
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Table 4 presents demographic information for the Elizabethton City school system.

Table 4
Demographic Information for Elizabethton City School System
Students

N

%

2,071

93.9

African American

81

3.9

Hispanic

18

0.9

Asian

23

1.1

Native American

4

0.2

Pacific Islander

1

0.0

Limited English Proficient

5

0.2

White

Note. Data obtained from Tennessee Department of Education (2004).

Table 5 presents demographic information for the Greeneville City school system.

Table 5
Demographic Information for Greeneville City School System
Students

N

%

2,453

88.1

232

8.3

Hispanic

51

1.8

Asian

42

1.5

Native American

4

0.1

Pacific Islander

1

0.0

38

1.4

White
African American

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).
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Table 6 presents demographic information for the Greene County school system.

Table 6
Demographic Information for Greene County School System
Students

N

%

7,093

97.8

African American

63

0.9

Hispanic

58

0.8

Asian

24

0.3

Native American

11

0.2

Pacific Islander

0

0.0

23

0.3

White

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).

Table 7 presents demographic information for the Hamblen County school system.

Table 7
Demographic Information for Hamblen County School System
Students

N

%

8,282

85.1

African American

575

5.9

Hispanic

760

7.8

Asian

97

1.0

Native American

10

0.1

Pacific Islander

5

0.1

496

5.4

White

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).
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Table 8 presents demographic information for the Hancock County school system.

Table 8
Demographic Information for Hancock County School System
Students

N

%

1,043

99.5

African American

3

0.3

Hispanic

0

0.0

Asian

2

0.2

Native American

0

0.0

Pacific Islander

0

0.0

Limited English Proficient

0

0.0

White

Note. Data obtained from Tennessee Department of Education (2004).

Table 9 presents demographic information for the Hawkins County school system.

Table 9
Demographic Information for Hawkins County School System
Students

N

%

7,546

97.9

102

1.3

43

0.6

5

0.6

Native American

14

0.2

Pacific Islander

1

0.0

17

0.2

White
African American
Hispanic
Asian

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).
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Table 10 presents demographic information for the Johnson City school system.

Table 10
Demographic Information for Johnson City School System
Students
White

N

%

6,742

83.4

African American

924

11.4

Hispanic

260

3.2

Asian

145

1.8

Native American

10

0.1

Pacific Islander

2

0.0

161

2.3

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).

Table 11 presents demographic information for the Johnson County school system.

Table 11
Demographic Information for Johnson County School System
Students

N

%

2,397

98.3

African American

16

0.7

Hispanic

15

0.6

Asian

7

0.3

Native American

3

0.1

Pacific Islander

0

0.0

Limited English Proficient

3

0.1

White

Note. Data obtained from Tennessee Department of Education (2004).
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Table 12 presents demographic information for the Kingsport City school system.

Table 12
Demographic Information for Kingsport City School System
Students

N

%

6,049

88.3

African American

521

7.6

Hispanic

176

2.6

Asian

87

1.3

Native American

13

0.2

Pacific Islander

5

0.1

68

1.1

White

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).

Table 13 presents demographic information for the Newport City school system.

Table 13
Demographic Information for Newport City School System
Students

N

%

White

655

90.0

African American

65

8.9

Hispanic

3

0.4

Asian

3

0.4

Native American

2

0.3

Pacific Islander

0

0.0

Limited English Proficient

2

0.3

Note. Data obtained from Tennessee Department of Education (2004).
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Table 14 presents demographic information for the Rogersville City school system.

Table 14
Demographic Information for Rogersville City School System
Students

N

%

603

93.5

African American

28

4.3

Hispanic

11

1.7

Asian

3

0.5

Native American

0

0.0

Pacific Islander

0

0.0

Limited English Proficient

8

1.3

White

Note. Data obtained from Tennessee Department of Education (2004).

Table 15 presents demographic information for the Sullivan County school system.

Table 15
Demographic Information for Sullivan County School System
Students

N

%

13,009

98.7

African American

66

0.5

Hispanic

53

0.4

Asian

30

0.2

Native American

10

0.1

Pacific Islander

18

0.1

Limited English Proficient

55

0.4

White

Note. Data obtained from Tennessee Department of Education (2004).
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Table 16 presents demographic information for the Unicoi County school system.

Table 16
Demographic Information for Unicoi County School System
Students

N

%

2,608

94.8

20

0.7

116

4.2

Asian

3

0.1

Native American

3

0.1

Pacific Islander

1

0.0

41

1.6

White
African American
Hispanic

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).

Table 17 presents demographic information for the Washington County school system.

Table 17
Demographic Information for Washington County School System
Students

N

%

8,878

97.0

African American

104

1.1

Hispanic

124

1.4

Asian

26

0.3

Native American

17

0.2

Pacific Islander

6

0.1

43

0.5

White

Limited English Proficient

Note. Data obtained from Tennessee Department of Education (2004).
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The principals of the schools involved in the study served schools that ranged in size
from 88 students to over 1,000 students. The 17 school districts that comprise the First
Congressional District of Northeast Tennessee ranged in size from 1 school to 28 schools. The
smallest district had 645 students and the largest district served over 8,000 students.

Table 18 shows the years of experience of the principals surveyed.

Table 18
Principals' Years of Experience
Years of Experience as a Principal

N

0-2 years of experience

19

3-5 years of experience

18

5-10 years of experience

22

10 plus years of experience

22

Table 19 shows the highest level of degree obtained by the principals surveyed.

Table 19
Principals' Highest Level of Degree Obtained
Highest Level of Degree

N

Master’s

11

Master’s Plus

27

Ed.S.

30

Ed.D.

13
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The mean enrollment for each responding school was 420 students. This included all
grades from prekindergarten through 12th grade. The wide variety of grade spans are indicated
below:

1. prekindergarten –fifth grade;
2. kindergarten –fifth grade;
3. kindergarten-eighth grade;
4. kindergarten-fourth grade;
5. kindergarten-second grade;
6. head start-sixth grade;
7. third-fifth grade;
8. sixth-eighth grade;
9. fifth-eighth grade;
10. 8th-12th grade; and
11. 9th-12th grade
The mean number of teachers per school responding was 29.5. The system with the lowest
number of teachers reported 43. The system with the highest number of teachers was 823.

Quantitative Analysis of Survey Questions
A Likert-type scale of 1-5 was used to assess the participants' responses. A response of 1
represented strongly disagreed, 2 represented disagreed, 3 represented neutral, 4 represented
agreed, and 5 represented strongly agreed. From the questionnaire, the principal’s responses to
two survey questions were analyzed in the quantitative portion of the study. Survey question 6
focused on whether there were an adequate number of translators to communicate with the
ELL/Hispanic learners in the school. Survey question 7 addressed whether the principal
preferred a pull-out program versus a replacement program for ELL/Hispanic learners in his or
her school. The researcher organized the data into a spreadsheet. The data were then analyzed by
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the statistical program SPSS to determine the mean, median, mode, and standard deviation for
the two questions.
Survey question 6 addressed the principals' perception of whether there were an adequate
number of translators to communicate with the ELL/Hispanic learners in their school.
Of those surveyed, 81 principals responded to this question. Frequencies were chosen as
the statistic with mean, median, mode, and standard deviation. The data are presented in tables
and bar and pie graphs.
Table 20 shows a presentation of the values assigned to answers that were given by
respondents to question 6 of the survey. The question addressed if there were an adequate
number of translators to communicate with the ELL/Hispanic learners in the principals'
buildings.

Table 20
All Participants: There Are an Adequate Number of Translators to Communicate With the
ELL/Hispanic Learners in My School
Response

N

f

%

1-Strongly Disagree

81

3

3.7

2-Disagree

81

18

22.2

3-Neutral

81

29

35.8

4-Agree

81

17

21.0

5-Strongly Agree

81

14

17.3

Of the respondents, 3 or 3.7% stated that they strongly disagreed that there were an
adequate number of translators to communicate with ELL/Hispanic learners in their building
whereas 18 or 22.2% disagreed that there was an adequate number of translators to communicate
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with the ELL/Hispanic learners in their building. In addition, 29 or 35.8% of the principals
reported being neutral about there being an adequate number of translators to communicate with
the ELL/Hispanic learners in their building; 17 or 21.0% agreed that there were an adequate
number of translators to communicate with the ELL/Hispanic learners in their building and 14 or
17.3% of respondents strongly agree that there were an adequate number of translators to
communicate with the ELL/Hispanic learners in their building. The mean of the answers given
was 3.2593. The median was 3.0000. The mode was 3.0 and the standard deviation was 1.1043.
Figures 1 and 2 reflect the frequency of responses from the data in survey question 6.
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Figure 1. Bar Graph Showing Frequency of Responses for Survey Question 6
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Figure 2. Pie Graph Showing Frequency of Responses for Survey Question 6

Concerning survey question 7, I asked the principals if they preferred a pull-out program
versus a replacement program for ELL/Hispanic learners at their school.
Of those surveyed, 81 principals responded to this question. Again as in survey question
6, a Likert-type scale of 1-5 was employed to record their answers. The same Likert-type scale
scores as previously given were also used in question 7. Mean, median, mode, and standard
deviation were calculated. These data are reflected in Table 21.
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Table 21
All Participants: I Prefer a Pull-Out Program Versus a Replacement Program for ELL/Hispanic
Learners at My School
Response

N

f

%

1-Strongly Disagree

81

6

7.4

2-Disagree

81

17

21.0

3-Neutral

81

36

44.4

4-Agree

81

14

17.3

5-Strongly Agree

81

8

9.9

The mean of the answers given was 3.0123. The median was 3.000. The mode was 3.00,
and the standard deviation was 1.0428. Of the respondents, 6 (7.4%) reported that they strongly
disagreed that they preferred a pull-out program over a replacement program for the
ELL/Hispanic learners at their school. In addition, 17 principals or 21.0% reported that they
disagreed that they preferred a pull-out program over a replacement program; 36 principals or
44.4% stated that they were neutral on this question; 14 principals or 17.3% replied that they
agreed with a pull-out program over a replacement program for their schools; and 8 principals or
9.9% strongly agreed with preferring a pull-out program over a replacement program.
Figures 3 and 4 show the frequency of responses from survey question 7.
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Figure 3. Bar Graph Showing Frequency of Responses for Survey Question 7
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Figure 4. Pie Graph Showing Frequency of Responses for Survey Question 7

Another comparison was made using only those principals who had a substantial
percentage of ELL/Hispanic learners enrolled at their school. For the purpose of this study, a
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substantial percentage was determined as having 5% or more of their total student population
comprised of ELL/Hispanic learners. There were 16 schools that met this criterion.
For the second comparison, survey question 6 addressed those principals with a
substantial percentage of ELL/Hispanic learners enrolled at their school. The question focused
on whether there were an adequate number of translators to communicate with the ELL/Hispanic
learners at their schools. There were 16 schools that were included in this section of the study.
The mean of the answers given was 2.7500.
Table 22 shows a presentation of the values assigned to answers that were given by
principals who had a substantial percentage of ELL/Hispanic learners enrolled at their school for
question 6 of the survey. The question focused on if there were an adequate number of
translators to communicate with the ELL/Hispanic learners in their buildings.

Table 22
Schools With a Substantial Percentage of ELL Learners: There Are an Adequate Number of
Translators to Communicate With the ELL/Hispanic Learners in My School
Response

N

f

%

1-Strongly Disagree

16

2

12.5

2-Disagree

16

7

43.8

3-Neutral

16

3

18.8

4-Agree

16

1

6.3

5-Strongly Agree

16

3

18.8

According to the survey results, 2 principals or 12.5% strongly disagreed that there was
an adequate amount of translators in their school. Seven principals or 43.8% disagreed with this
question. Three principals or 18.8% reported being neutral on this question. One principal or
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6.3% agreed that there were an adequate amount of translators at their school. Three principals or
18.8% strongly agreed that there were an adequate amount of translators at their school.
Figures 5 and 6 reflect the data that were given by principals who had a substantial
percentage of ELL/Hispanic learners enrolled at their school for question 6 of the survey. The
question focused on if there were an adequate number of translators to communicate with the
ELL/Hispanic learners in their building.
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Figure 5. Bar Graph Showing Frequency of Responses for Survey Question 6 for Schools With
a Substantial Number of ELL/Hispanic Learners
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Figure 6. Pie Graph Showing Frequency of Responses for Survey Question 6 for Schools With a
Substantial Number of ELL/Hispanic Learners

A second comparison was made by using survey question 7 and focusing only on those
principals with a substantial percentage of ELL/Hispanic learners enrolled at their school. Those
16 principals were asked if they preferred a pull-out program versus a replacement program for
the ELL/Hispanic learners at their school. Table 23 shows a presentation of the values assigned
to answers that were given by principals who had a substantial percentage of ELL/Hispanic
learners enrolled at their school for question 7 of the survey. The question addressed if the
principals preferred a pull-out program versus a replacement program for the Ell/Hispanic
learners at their school. The mean of the answers given was 3.1875.
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Table 23
Schools With a Substantial Percentage of ELL Learners: I Prefer a Pull-Out Program Versus a
Replacement Program for ELL/Hispanic Learners at My School
Response

N

f

%

1-Strongly Disagree

16

1

6.3

2-Disagree

16

3

18.8

3-Neutral

16

5

31.3

4-Agree

16

6

37.5

5-Strongly Agree

16

1

6.3

According to the survey's results, of those who had a substantial number of ELL/Hispanic
learners enrolled at their school, 1 principal or 6.3% strongly disagreed with preferring a pull-out
program over a replacement program; 3 principals or 18.8% disagreed with this question; 5
principals or 31.3% reported being neutral; 6 principals or 37.5% agreed that they prefer a pullout program over a replacement program; and 1 principal or 6.3% strongly agreed with this
question.
Figures 7 and 8 reflect the data that were given by principals who had a substantial
percentage of ELL/Hispanic learners enrolled at their school for question 7 of the survey. The
question addressed if there were an adequate number of translators to communicate with the
ELL/Hispanic learners in their building
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Figure 7. Bar Graph Showing Frequency of Responses for Survey Question 7 for Schools With
a Substantial Number of ELL/Hispanic Learners
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Figure 8. Pie Graph Showing Frequency of Responses for Survey Question 7 for Schools With a
Substantial Number of ELL/Hispanic Students
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When comparing the 16 who had at least a 5% enrollment of ELL/Hispanic learners at
their school to the overall number of 81 respondents to the survey, there was a slight change
when looking at both survey questions 6 and 7. Concerning an adequate number of translators,
these principals disagreed slightly stronger at 2.7500 compared to the mean of 3.2593. When
asked if they preferred a pull-out or a replacement program, this group responded with 3.1875
compared to 3.0123 for the total group.

Qualitative Analysis of Survey Questions
For the purpose of reporting survey answers from principals on the short answer portion
of the questionnaire, various quotes were selected and principals were assigned the designation
of principal A, B, or C. Each question was summarized by the majority of responses given. The
designations of principal A, B, or C have no significance in any part of the study other than for
identification purposes.
Among those principals responding to the survey instrument, there were varying
perceptions and responses. Concerning the request to briefly describe the positive aspect of
having ELL/Hispanic learners at their schools, 19 principals reported that they had no
ELL/Hispanic learners enrolled at their school. In addition, 5 principals did not provide an
answer to this question.
When asked to describe the positive aspects of having ELL/Hispanic learners at their
schools, the answer of exposure to other cultures and backgrounds was an overwhelming
response of many principals. They stated that the students in their school would benefit from
being in the same classes as students who spoke another language. Diversity and tolerance for
others was another often-mentioned answer.
Principal A, when asked to give the positive aspect of having ELL/Hispanic learners in
his or her school stated, “Cultural diversity is a major aspect; students are excited when working
with students who speak another language.”
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Principal B reported, “We have few, but I believe it is helpful for children to be exposed
to children with a completely different cultural background.” Principal C submitted, “Our one
ELL student brings a different perspective, different experiences, and different outlook to our
student body.”
There were varied responses to the question: "Has parental involvement and
communication with parents of ELL/Hispanic learners been a challenge at your school, and if so
how has this challenge been met?" The response that there were no ELL/Hispanic students in
their school was given by 19 of the principals for this survey question.
According to answers given, communication with both students and parents was always
on the minds and thoughts of the principals. Those with a translator or those who had their
materials translated, said they saw this as meeting a large need at their school. Using whatever
means necessary to translate, whether it was another student or someone from the district office,
was mentioned also. The language barrier was a challenge for all school systems and principals
who had ELL/Hispanic learners.
Principal A explained, “Communication has been a challenge, but the hiring of bilingual
staff has relieved much of the problem. The parents of our ELL/Hispanic students are supportive
and eager to participate in school activities.”
Principal B mentioned, “Our ELL teacher translates, but, it has to be done after school
and at night. Time is the biggest challenge.” Principal C stated that lack of translators had been
the biggest challenge, explaining, "In emergencies, we have students to make needed calls and
translate for us. This is not a good solution; however, it is the best we have.”
The next question requested the principals to name some of the cultural/social issues that
they faced in dealing with ELL/Hispanic learners. Five principals did not respond to this
question. Among those who did respond, communication was again seen as a barrier to the
educational process. Stereotyping of Hispanic students and cultural differences and prejudices
were mentioned as well.
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Principal A stated that “communication with non-English speaking students and homes
and tolerance from some students” was an issue. Principal B reported that “ELL students
sometimes seem reserved and reluctant to become part of the school culture.” Principal C stated,
“The transient schedule (November-April) is difficult for students. There is isolation as a family
unit although children socialize well.”
Of the 81 principals who responded to the survey, 4 reported that ELL learners required
more of their time than non-ELL learners in regard to discipline. Of the participants, 32
principals responded by saying that ELL/Hispanic learners required less of their time than nonELL/Hispanic students, whereas 6 principals stated they felt that ELL/Hispanic students required
the same amount of time in regards to discipline when compared to non-ELL/Hispanic students.
In addition, 39 principals responded with N/A, left the answer blank, or answered with one word
such as "less," "more," or the "same." Principal A stated, “I rarely have disciplinary problems
with them.” Principal B stated, “These students need no extra discipline. They are well behaved
students.” Principal C reported, “Generally less. I attribute this to a cultural respect for
education and educators” [in regard to discipline].
Another question was asked of the principals in the survey: What concerns, if any, do you
have in regard to the achievement level of ELL/Hispanic learners related to local assessment and
national assessment such as adequate yearly progress? For this question, 5 respondents left the
answer blank or did not respond. The other respondents stated there was always concern for
tests and assessments. They stated that the tests should be relevant and that there should be a
sense of fairness shown to ELL/Hispanic learners.
Principal A expounded, “The reading exemptions are only for a year and it often takes
longer than that to master English. It is unreasonable to expect that these children can attain
proficiency levels proportional to their ability.” Principal B reported, “Until language barriers
are conquered, Hispanic students cannot achieve successfully on assessments.” Principal C
added, “Assessments need to be culturally relevant, questions are often word questions; we need
to take into account amount of formal education child has received.”
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The principals reported that ELL/Hispanic learners were absent from school 3.31 number
of days on the average. In comparison, the average number of days that non-ELL/Hispanic
students were absent was 5.10. Attendance was very important to these principals as this is one
of the indicators of determining adequate yearly progress. To qualify for this benchmark, a
school must average 93% attendance for the entire year.
The mobility or transient rate of ELL/Hispanic learners was reflected in questions 15-20.
According to the responses received, the average number of ELL/Hispanic learners enrolled at
participating schools dropped throughout the school year with a mobility or transient rate of
11%. The average number of non-ELL/Hispanic learners enrolled remained constant from the
beginning of the school year until the end; however, there was a 9% mobility transient rate for
non-ELL/Hispanic learners.
The mobility or transient rate was computed by dividing the number of transfers in and
out of the school after the first 20 school days by the total student enrollment for the school year.
This figure can be accounted on a monthly or annual basis.
The final question in the survey gave the participants an opportunity to add any additional
comments or suggestions they might deem necessary or relevant to this project. Seven principals
chose not to add any additional comments or suggestions.
Principal A stated, “Unlike the stereotype, I have found ELL students to be very hard
working and diligent. I have found that their parents have the same dreams for their children as
their non-ELL parents--to secure a good life in the United States.”
Principal B reported, “We have several Hispanic students who are not ELL. Out of 18
Hispanic students, only 2 were ELL last year. Most were born in the United States and
communicate as well as other students."
Principal C mentioned, “ELL/Hispanic students pose a challenge for all schools--limited
funding--crowded classrooms--and students' accountability standards that are unrealistic for the
Hispanic subgroup.”
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Strands and Subcategories for Qualitative Data Analysis
In analyzing the qualitative data, I employed the cut-up-and put in-folder approach
suggested by Bogdan and Biklen (1998). The authors stated, “It was the way all data were
handled before the age of good computer software. It involved taking scissors and cutting up
notes so that the units of data can be placed in manila folders” (p. 186).
The data from the respondents survey answers to questions 8-21 revealed six different
strands or themes. The strands or themes appeared as follows: culture, communication, school,
diversity, family, and miscellaneous. In addition, there were subcategories that developed within
each strand.
For the purpose of identifying the strands and subcategories of the qualitative data, a
brace map was chosen to depict the information. A brace map is a graphic organizer that is used
to identify part/whole relationships (Thinking Maps, 2005). The following brace map reflects
the strands and subcategories that developed during the analysis of the qualitative data.

Exposure
Culture
Differences

Translation
Communication
Barriers

School

Achievement
Language
Discipline/Attendance
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Diversity

Cultural Diversity

Experiences
Family
Languages

Miscellaneous

Miscellaneous

Following are the results of the 81 principals' responses to six different strands and
subcategories that developed while analyzing the qualitative data. These responses are direct
quotes from the respondents' replies to the survey. A narrative discussion of the different
principals' responses are included.

Culture
Under the strand culture, two subcategories developed as differences and exposure. The
following responses from the principals were included in these two subcategories.

Differences
Principals' responses to differences and awareness of other cultures included:
1. "Tolerance for differences are a positive aspect of having ELL/Hispanic students at our
school. Customs, language, and dress are another positive aspect of having
ELL/Hispanic students in my school."

63

2. "ELL students sometimes seem reserved and reluctant to become part of our school
culture."
3. "Cultural differences/prejudices among staff/inadequate resources/materials are some of
the issues we face in having ELL/Hispanic students at our school."

Exposure
Quotes from the 81 principals surveyed regarding exposure included:
1. "The students at our school who are exposed to ELL students get to experience first-hand
social and cultural differences."
2. "Cultural diversity is a positive aspect, our students are excited about working with other
students who speak another language."
Exposure to other cultures was a positive aspect of having ELL/Hispanic learners for many
principals. Three principals stated the following positive aspects of having ELL/Hispanic
learners at their schools: (a) exposure to different cultures; (b) exposure to different
backgrounds; and (c) recognition that people have value, cultural diversity, and opportunities to
model respect and tolerance for others.

Communication
Under the strand communication, the two subcategories were translators (or translation)
and barriers. The following responses from the principals were included in these subcategories.

Translation
"A lack of translators has been the biggest challenge for our school," reported one
principal. Another principal stated, "At our school, in emergencies, we have students to make
needed calls and translate for us. This is not a good solution, however it is the best we have."
According to the participants, translators have been hired; however, this was a lengthy process
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and use of county-wide and school-wide ELL translators was reported by two principals.
According to these principals, translators have been handled in the following ways:
1. "Our central office has provided Spanish versions of memos and other documents when
possible, through a teacher assistant."
2. "We have some important documents in Spanish for their convenience."
3. "Our ELL teacher translates, but it has to be done after school and at night; (d) Time is
the biggest challenge."
4. "We must use interpreters to communicate and report back usually with immediate
results."
5. "Parents are usually not available when children are at school."
6. "No problem, we have very few Hispanic students."
7. "All parents have been easy to communicate with."
8. "We have an excellent translator who establishes an excellent rapport with the parents."
9. "We receive written information in Spanish to go home with ELL students, it is a
challenge."
10. "We have met this challenge by utilizing our system’s teachers, students, and aides;
forms are also provided in Spanish."
11. "Our school district does an excellent job of providing information in Spanish to parents."

Barriers
One principal stated that communication and language barriers were an issue in dealing
with ELL/Hispanic learners. Another principal explained, "Communication has been a
challenge, but the hiring of bilingual staff has relieved much of the problem." The following
responses were given by principals in regard to parental involvement and communication:
1. "The parents of our ELL/Hispanic students are supportive and eager to participate in
school activities."
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2. "It has been a challenge; however, I have a staff member who speaks some Spanish,
which has been of great help because communication with parents can be difficult."
3. "We use programming and also have students translate."
4. "Communication with non-English speaking students and homes and tolerance from
some students is a concern."
5. "Our district ELL coordinator does an excellent job with parental involvement, however
at the school level we all have a difficult time communicating."
One principal stated that the challenges he faced was mainly because of language
barriers, communication difficulties, and different values. Changing fathers and broken homes
was a challenge stated by another participant.

School
Under the strand school, there were two subcategories: achievement and
discipline/attendance. The following responses from the principals were included in these
subcategories.

Achievement
"I always have concerns about achievement," stated one principal. Another stated, "Until
language barriers are conquered, Hispanic students cannot achieve successfully on assessments."
The following responses are quotes from the principals surveyed regarding achievement:
1. "It is unreasonable to expect that these students can attain proficiency levels proportional
to their ability; the reading exemptions are only for a year and it often takes longer than
that to master English."
2. "[I'm concerned with] possible language deficiency due to wording on the tests."
3. "If I had an additional number, I am sure I would be concerned; however, all three of my
students have passed Gateway."
4. "Our ELL/Hispanic students have shown significant progress thus far."
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5. "Their limited knowledge and ability to write/read English and or Spanish."
6. "Students and parents of ELL/Hispanic students are highly motivated to succeed.
Independence (as a result of more responsibility at home) is a strong skill in our
classroom for ELL students."
7. "Our overall instruction has improved as we have learned ways to teach."
8. "Assessment instruments and tests need to be the same for all groups--the way they are
now is unfair."
9. "Accountability standards for ELL students are unfair."
One principal stated that he was impressed with the achievement level of ELL/Hispanic learners
and that it would be more accurate to show the growth in academics of these children rather than
comparing them to students in the same grade.
Other principals responded concerning achievement of ELL/Hispanic learners with the
following quotes:
1. "Language affects score validity and makes it difficult to assess possible learning
difficulties."
2. "ELL/Hispanic students pose a challenge for all schools such as in limited funding,
crowded classrooms, and student accountability standards that are unrealistic for the
Hispanic subgroup."
3. "The one student I have is doing well."
4. "I fear we will be behind due to lack of flexible curriculum."
5. "Because of the language and economic barrier, achievement is less and understanding
the test is an issue."
6. "Limited local resources affect our ability to provide extensive services, yet we are still
held accountable for progress."
More responses included:
1. "Assessments need to be culturally relevant."
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2. "Questions are often word-type questions that need to take into account the amount of
formal education the child has received."
3. "Teachers are not trained well enough and there is not enough time provided by the ELL
teacher."
4. "Progress in reading in particular."
5. "I'm concerned about AYP because of the increasing Hispanic population."
6. "Communication is limited--it is not always possible to translate information home such
as newsletters."
7. "We have fewer than 45 students, which doesn’t qualify as a subgroup."

Discipline/Attendance
Absences in early spring that jeopardize opportunities for direct teaching and strategies
that are specifically related to testing was a concern pointed out by one principal when asked
about attendance. Concerning discipline issues, another principal stated, "I have found less. For
whatever reason, ELL students have never been discipline problems." Yet another principal
reported that having strong family units and responsible students was how he viewed ELL
students. The following quotes are from other principals surveyed regarding discipline and
attendance:
1. "For the most part, they are a well disciplined group."
2. "[We have] more discipline issues with ELL students such as bus problems and use of
bad language--as these are first words learned."
3. "Usually fewer problems because of the respect their culture places on educators."
4. "They require the same as other students, no more-no less."
5. "Generally less, I attribute this to a cultural respect for education and educators."
6. "Very well behaved--these students need no extra discipline; they are very well behaved
students."
7. "I rarely have discipline problems with them."
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8. "The precious ELL students I have had most recently are top students."
9. "The children are well behaved for the most part and want to learn."
10. "No discipline issues thus far--not a problem at this time."
11. "ELL parents have more respect for me and the rules than many non ELL parents."
12. "No discipline problems in the schools where I have been principal."
13. "Only with one or two students; they usually don’t stay long, so therefore no problems."

Diversity
Under the strand diversity, there was one subcategory, cultural diversity. The following
were responses from the principals regarding cultural diversity.

Cultural Diversity
One principal stated that a culturally diverse population educates all students and faculty.
Another reported that everyone is able to develop a respect for differences. Further responses
included:
1. "Other children learn from the Hispanics."
2. "It helps increase diversity and overall creativity, better school--more worldly."
3. "We have few, but I believe it is helpful for children to be exposed to children with a
completely different cultural background."
Other principals reported the following statements about cultural diversity:
1. "They bring diversity to our student body."
2. "The strong sense of diversity is a positive aspect of our school."
3. "They help other students accept diversity."

Family
Under the strand family, there were two subcategories that developed: experiences and
language. The following responses were given by the principals for experiences and language.
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Experiences
One principal had a concern about the transient schedule (November through April) for
students. He considered that with all the time away, there was isolation for the family. Some
responses from the principals surveyed concerning experiences(s) included the importance of
homework and parental involvement. Other responses were, "Our one ELL student brings a
different perspective and "Different experiences and a different outlook to our student body."
When asked about parental involvement, one principal shared how they dealt with that issue,
saying, "We have lots of invitations to school functions and an open-door policy. Our Hispanic
families are few with 50% involvement in school activities." One principal stated, "Community
and social events for our ELL parents increase parental involvement." Another responded, "It is
good for our students to be exposed to different ethnic backgrounds."

Language
These statements were issued by principals concerning language:
1. "Currently we have three Hispanic students who were raised in USA. Their language
skills are excellent."
2. "Language barriers are an issue."
3. "I'm concerned with translation of material that goes home to parents."
4. "Language barriers--students are usually well behaved but take time to communicate."

Miscellaneous
The final strand was that of Miscellaneous. The responses that had no clear strand were
included in this strand. The subcategories were key words and word usage. The following were
responses from the principals that fit into the miscellaneous strand:
1. "Unlike the stereotype, I have found ELL students to be very hard working and diligent."
2. "I have found that their parents have the same dream for their children as their non ELL
parents- to secure a good life in the United States."
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3. "Our school does not have any ELL students."
4. "At this time, our school has not been greatly impacted by a rise in the county’s Hispanic
population. In the future, we do expect to enroll a greater number."
5. "Presently our ELL population is comprised mostly of Japanese students; we are very
fortunate that we have a parent-involvement coordinator."
6. "We have an excellent ELL coordinator at the system level."
7. "We have good students, parents work well with us."
8. "This year we enrolled our first ELL student."

Key Words
The following key words appeared throughout the qualitative data: culture,
communication, school, diversity, family, difference, exposure, translator, translation, barriers,
discipline, achievement, attendance, discipline, challenge, parental involvement, acceptance,
tolerance, experience, language, ELL, and Hispanic.

Word Usage
The following words appeared numerous times throughout the qualitative data analysis:
culture--11 times,
communication--9 times,
diversity--9 times,
achievement/assessment/test--8 times,
parents/family--7 times,
translation/translator--6 times,
barrier(s)--5 times,
discipline--4 times,
language--4 times,
tolerance--3 times,
exposure--3 times, and
acceptance--2 times.
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CHAPTER 5
SUMMARY OF FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS

The purpose of this mixed-methods study was to investigate the perceived effects of the
rapid rise of Hispanic/ELL learners on the school systems or districts of Northeast Tennessee.
The principals of the 132 schools in the First Congressional district of Tennessee were the
recipients of and respondents to the survey. Seventeen school systems with a student population
of over 71,000 students were involved in the study. The ethnic make-up of each school system
was obtained from the Tennessee Department of Education (2004) state report card and is
included as part of Chapter 4.
Researchers from the U.S. Department of Education's website ("Key Indicators," 2000),
pointed out:
As the fastest growing racial or ethnic group in America’s public schools, Hispanic
students have the unique potential to positively affect the economic and cultural future of
the United States. Ensuring the promise of this diverse group of learners requires the
attention and commitment of the entire country. We must work harder to close the
educational achievement gaps between Hispanic students and the nation as a whole. (p. 1)
According to the English Language Learner Knowledge Base (2005), three separate
federal court actions collectively provided the legal basis for assuring the same educational
programs for English Limited Language (ELL) students as for non- ELL students. In Lau vs.
Nichols 1973, the U.S. Supreme Court ruled that the San-Francisco school system violated the
Civil Rights Act of 1964 by denying non-English speaking students of Chinese ancestry a
meaningful opportunity to participate in the public educational program. The decision stated that
providing students the same desks, books, teachers, and curriculum did not ensure they received
an equal educational opportunity, particularly if the students did not speak English. If English is
the mainstream language of instruction, then measures have to be taken to ensure that English is
taught to students who do not speak English or limited-English proficient in order to provide
equal access to educational opportunities.
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In Castaneda vs. Pickard 1981, the U.S. Fifth Circuit Court of Appeals set forth a threepart test to determine whether a school district takes appropriate actions to overcome language
barriers that confront language-minority students. Under this standard, a program for limitedEnglish proficient students is acceptable if:
1. A program is based on educational theory that is recognized by experts in the field;
2. the programs or practices used are reasonably calculated to effectively implement the
adopted theory; and
3. The program successfully produces results that indicate that the language barriers are
being overcome. (English Language Learner Knowledge Base, 2005, n. p.)
In 1982, the Supreme Court ruled in Plyer vs. Doe that public schools were prohibited
from denying immigrant students access to a public education. The Court stated that
undocumented children have the same right to a free public education as U.S. citizens and
permanent residents. Undocumented immigrant students are obligated, as are all other students,
to attend school until they reach the age mandated by state law. Public schools and school
personnel are prohibited under Plyer from adopting policies or taking actions that would deny
students access to education based on their immigration status (English Language Learner
Knowledge Base, 2005).
Over the past 20 plus years, it has become increasingly clear that the court system has
made it apparent that ELL students are to be given the same educational opportunities provided
to other students. Although the stated rulings were not based necessarily on the Hispanic
population students, they do, however, fully apply. In the state of Tennessee, it is becoming very
clear that the number of Spanish speaking homes is on the increase.
A graph obtained from the Modern Language Association's (2005) website (see
Appendix D) shows the breakdown of languages spoken at home among Tennessee's residents
over five years old. Other than English, Spanish is the language spoken most often in the state of
Tennessee. In comparison, Spanish is spoken in nearly 134,000 homes with the next leading
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language being German spoken in just over 20, 000 homes. Educators must observe and connect
with this trend so as not to be left behind.

Summary of Findings Related to School Building Principals
The participants were comprised of 81 school building principals from 132 schools in the
First Congressional district of Tennessee. For the survey instrument, a Likert-type scale of 1-5
was employed. The scale was as follows: 1-strongly disagreed, 2-disagreed, 3-neutral, 4-agreed,
and 5-strongly agreed.
Table 24 shows a comparison of the responses from survey question 6 of those principals
who had a substantial enrollment of ELL/Hispanic learners of 5% or more compared to those
who had less than a 5% enrollment of ELL/Hispanic learners in their schools. The survey
question addressed whether there was an adequate number of translators in each school.

Table 24
Comparison of Schools With 5% or More to Those With Less Than 5% Enrollment of
ELL/Hispanic Learners Regarding Adequate Number of Translators
More Than 5% Enrollment

Less Than 5% Enrollment

Response

N

f

%

N

f

%

1-Strongly Disagree

16

2

12.5

65

1

1.0

2-Disagree

16

7

43.8

65

11

17.0

3-Neutral

16

3

18.8

65

26

40.0

4-Agree

16

1

6.3

65

16

25.0

5-Strongly Agree

16

3

18.8

65

11

17.0
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Table 25 shows a comparison of the responses from survey question 7 of those principals
who had a substantial enrollment of ELL/Hispanic learners of 5% or more compared to those
who had less than a 5% enrollment of ELL/Hispanic learners in their schools. The survey
question addressed whether the principals preferred a pull-out program versus a replacement
program for Ell/Hispanic learners at their school.

Table 25
Comparison of Schools With 5% or More to Those With Less Than 5% Enrollment of
ELL/Hispanic Learners Regarding a Pull-out Program Versus a Replacement Program
More Than 5% Enrollment

Less Than 5% Enrollment

Response

N

f

%

N

f

%

1-Strongly Disagree

16

1

6.3

65

5

7.0

2-Disagree

16

3

18.8

65

14

22.0

3-Neutral

16

5

31.3

65

31

48.0

4-Agree

16

6

37.5

65

8

12.0

5-Strongly Agree

16

1

6.3

65

7

11.0

I am speculating from the information in Tables 24 and 25 that the reason there was a
larger neutral response from those schools with less than 5% enrollment of ELL/Hispanic
learners was because of the participants' lack of experience(s) in dealing with these students or
having none or few ELL learners enrolled at their schools. As can be seen in Tables 1 through
17 (Chapter 4), some schools had a very low percentage of minority students. A portion of this
information was also presented in chapter 4. I thought it would be helpful to iterate the point that
those principals with few or no ELL/Hispanic learners at their schools replied neutral more often
than those who had a substantial number.
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Findings
Research Question # 1
To what extent do principals say they feel that English Limited Language (ELL)
programs at their schools are adequately staffed?
The mean of the principals responding to this question from the survey was 3.2593.
There was a standard deviation of 1.1043. There were 3 principals or 3.7% who responded they
strongly disagreed that the ELL programs at their school were adequately staffed; 18 principals
or 22.2% reported that they disagreed that the ELL programs at their schools were adequately
staffed; whereas, 17 principals or 21.0% remarked that they agreed that the ELL programs at
their school were adequately staffed.
There was a large response from 29 principals or 35.8% who responded “neutral” to the
question concerning whether the ELL programs at their schools were adequately staffed. In
addition, 31 principals or 38.3% either agreed or agreed strongly that the ELL programs at their
school were adequately staffed. There seemed to be a trend among the principals responding to
the survey that they either agreed with adequate staffing or responded as being neutral to this
question.
When considering just those schools that had a substantial number of ELL learners
enrolled, the answers changed drastically. A substantial number was determined to be those
schools with an ELL/Hispanic enrollment of 5% or more. This group of principals responded
that they disagreed or disagreed strongly, with a response of 56.3%, that their school was
adequately staffed. There was fewer who replied neutral at 18.8%. The number of principals
who either agreed or agreed strongly was 25.1%. Obviously, among this group, there was a
concern that their school is understaffed when it comes to ELL personnel.
Title III, a component of the federal program that addresses language instruction for
limited English proficient and immigrant students, stated that its purpose was to “assist school
districts in teaching English to limited English proficient students and in helping these students
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meet the same challenging state standards required of all students” (No Child Left Behind Act,
2001, n. p.).
As contained in No Child Left Behind Act (2001), this law requires teachers of ELL
students to be certified as English language proficient. Furthermore, it adds that school districts
must use Title III funds to “provide high quality language instruction programs that are based on
scientifically based research and that have demonstrated that they are effective in increasing
English proficiency and student achievement” (n. p.). An area that the law does not address is
the number of instructors per student at each individual school. In addition, it also does not
require a fixed minimum or maximum amount of time that ELL students are required to receive
instruction. Although many ELL instructors are able to communicate in a second language such
as Spanish, these teachers are not required to be fluent second-language speakers in order to
teach in an ELL classroom.

Research Question #2
To what extent do principals prefer replacement or pull-out programs for English Limited
Language (ELL/Hispanic) learners?
Again, as in the previous question, there was a large neutral response of 44.4% to those
who preferred a pull-out program over a replacement program for ELL learners. Among those
who disagreed or strongly disagreed, there was a response of 28.4%. For those who agreed or
strongly agreed, the response was 27.2%. There was no clear consensus on what type of
program principals preferred for their ELL learners.
When comparing just those schools that had a substantial number of ELL learners
enrolled, there was a significant difference. The percentage of the respondents who disagreed or
strongly disagreed was 25.1%. The percentage of respondents who agreed or strongly agreed
rose to 43.8% as compared to 27.2% of the entire survey population. The number responding
neutral was 31.3%. There was an obvious difference between this selected group of principals
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and the total group of participants. According to these figures, this group preferred a pull-out
program over a replacement program for the ELL learners at their schools.
There is no court mandate for choosing a pull-out program over a replacement program
for ELL/Hispanic learners, “As long as the program is recognized as sound by at least some
experts, it’s acceptable” (Northwest Regional Educational Laboratory, 1995, p. 32). Obviously
there is no clear law to define what specific type of ELL instruction a system must provide.
There has been, however, much discussion on this subject. The Northwest Regional Educational
Laboratory acknowledged, “Despite the sometimes-inconclusive data, a number of recent studies
and syntheses by authoritative researchers and linguists have made solid findings in favor of
teaching academic content in children’s first language” (p. 32).
Of the respondents to the survey, most stated that the program they preferred was a pullout type program. This type of program is structured for ELL/Hispanic learners to be placed in a
regular academic classroom for the majority of the day. They would be instructed by an ELLcertified teacher for a specified amount of time each week where the ELL teacher would focus
on enhancing and reinforcing what was being taught in the regular classroom. For those students
with no English language skills, the ELL teacher would begin to help them acquire basic English
language development skills.
The State of Tennessee Department of Education (2005) requires daily services, or the
equivalent, for all beginning or intermediate ELL students. When reviewing whether the amount
of direct ELL servicing is adequate, the state will consider whether the student is receiving the
"minimum amount of language arts instruction that his or her English counterparts are receiving
in the district” (p. 1.13).

Research Question #3
To what extent is parent involvement and communication a challenge for principals of
English Limited Language ELL/Hispanic learners?
According to the National Center for Educational Statistics (2003):
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No differences were detected in the percentage of parents of Hispanic and Black students
who attended school events and volunteered or served on a school committee in 1999;
however, these rates for parents of Hispanic and Black students were lower than those of
parents of White children. (p. 74)
There were many and varied responses to research question #3. Many principals replied
that the parents of ELL/Hispanic students were willing to be involved when asked to do so.
Communication was the main barrier that prohibited many ELL parents from being as involved
as non-ELL/Hispanic parents were. According to the State of Tennessee Department of
Education (2005):
Each Local Education Agency or LEA using Title III funds to provide a language
instruction educational program must implement an effective means of outreach to
parents of limited English proficient children. LEA must inform such parents about how
they can be active participants in assisting their children to learn English, achieve at high
levels in core academic subjects, and meet the same challenging state academic standards
as all other children are expected to meet. (p. 3.6)
As noted in the state's guideline, schools and principals do not have an option in deciding if they
want to include ELL/Hispanic parents in activities and school functions that are designed for
parents. It is a requirement by the state of Tennessee for this to occur, regardless of the number
of ELL students enrolled at a particular school.
Encouragement of ELL/Hispanic parents to be involved in their children’s school was
mentioned by many of the respondents. Inviting these parents to their classroom was a means of
sharing different cultures and customs with all the students. One principal in particular
mentioned that each fall at the school's open house, they have a separate meeting that follows
where translators are used for communication purposes. This school recruits people who speak
Spanish from all over the district to assist in this endeavor. Also, they use several translators
each year during the registration process at the beginning of the year. Another principal stated
that his school was placing a larger emphasis on Hispanic/Latino culture by celebrating events
such as Cinco de Mayo. According to the respondents, these endeavors seem to make the
ELL/Hispanic students feel they have a greater sense of belonging.

79

The State of Tennessee Department of Education (2005) addressed communicating with
ELL parents in its publication, English as a Second Language Program Guide by stating:
The district must communicate with parents of ELL students who may also be ELL as
effectively as it does with English-speaking parents. The district is also responsible for
communicating with parents about important school information in a language they can
understand. This does not include all the information sent home, but only that “deemed”
important. (p. 1.18)
One respondent reported that ELL/Hispanic parents did not participate in PTO or other parent
functions as often as did non-ELL/Hispanic parents.

Research Question #4
What is the perception of principals concerning Adequate Yearly Progress (AYP) as set
forth by the No Child Left Behind Act?
Many principals were concerned with the effect ELL/Hispanic learners will have on their
school’s attainment of adequate yearly progress. Most stated that they felt the provisions set
forth in the No Child Left Behind Act were inequitable. According to the National Association
for Bilingual Education (2005):
The law requires states to assess ELL’s in “a valid and reliable manner”, including
“reasonable accommodations” to help students overcome language barriers and, “to the
extent practicable, assessments in the language form most likely to yield accurate data on
what such students know and can do in academic content areas until such students have
achieved English language proficiency. (n. p.)
Principals reported that they were under more and more pressure concerning adequate
yearly progress at their schools. The schools must show adequate yearly progress for different
ethnic groups, socioeconomic groups, special education students, and those who are English
language limited. In Tennessee, if the groups with at least 45 students in each grade level do not
show growth toward the proficiency mark each year, the school runs the risk of sanctions such as
being placed on a target list to the state's actually taking control of the school and replacing its
staff. One principal stated that he would do whatever he could to ensure the school makes
adequate yearly progress.

80

According to the No Child Left Behind Act (2001), an elementary or middle school in the
state of Tennessee must meet the following requirements:
95% of all students enrolled must participate in the achievement test for both math and
reading. Meet the state’s annual target rate for percent of students testing proficient or
above. Meet the annual target rate for attendance of 93% for the entire school. All of the
above requirements must be met by all students in the school and for each subgroup that
meets the minimum number of 45 or 1% of total tested population if over 4500 scores (n.
p.).
Some principals said they feared that all this accountability was having a negative impact
on what was being taught, especially for ELL/Hispanic learners. Many added that they felt
content was being sacrificed for the sake of language development.

Research Question #5
Do principals encounter more or fewer discipline problems with English Limited
Language ELL/Hispanic learners?
One principal stated that a misunderstanding of cultural differences in ELL/Hispanic
learners versus non-ELL/Hispanic students was often a reason for perceived discipline problems
or issues. Students from a Hispanic culture sometimes avoid direct contact with the speaker’s
eyes when talking. Instead of answering a question by saying, “I don’t know,” the student often
refuses to answer. Of the principals, 32 or 39% reported that they encountered fewer discipline
problems with ELL/Hispanic learners than they did with non-ELL learners.
According to the State of Tennessee Department of Education (2005), when working
with the parents of ELL students, it is important to remember that:
The greatest source of cultural conflict is what many parents consider to be a crisis of
authority and discipline. The role of family and all its members, as well as child-rearing
practices may directly conflict with expectations of U.S. school personnel. (p. 3.14)
Students of all ethnicities require a certain amount of discipline. The principals agreed
that appropriate classroom management and climate were crucial to the learning process. There
are cultural differences among Hispanic students and others when it comes to forms of
discipline. Reeves (2004) stated:
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Although U.S. teachers know it’s wrong to hit students, we often take this fact for
granted. New arrivals to this country can remind us to cherish the fact that students in our
country need not fear physical abuse from teachers. One student told me, "In my country,
the teachers hit you. They even hit animals just to show us who is the boss. I’m glad my
teachers don’t hit me." (p. 72)
Both teachers and administrators should be educated on cultural differences. It is often
forgotten that a single significant cultural difference could impede the educational process of
ELL/Hispanic learners. School systems and districts should take responsibility for providing
appropriate staff development on this subject so as to avoid misunderstandings and confusion
when dealing with the educational process of ELL/Hispanic learners.

Research Question #6
To what extent is the amount of time devoted to English Limited Language
ELL/Hispanic learners by the principal more or less than non-ELL learners, and what issues does
this raise?
Among those 81 principals responding to the survey, 46.9% replied that ELL/Hispanic
learners required less or the same amount of time as compared to non-ELL/Hispanic learners.
Of those who responded that ELL/Hispanic learners required more of their time when
compared to non-ELL/Hispanic learners, the percentage was 3%. The reason given was
communication with parents and students. The principals contended that a routine act such as
making a telephone call to a parent often required the use of a translator or someone who spoke
Spanish to place the call for them. Another issue raised was communicating with parents when
they were at the school or principal's office. The respondents mentioned that frequently nonEnglish speaking parents of ELL/Hispanic learners brought someone with them to serve as a
translator. The state of Tennessee Department of Education (2005) stated that “Parents are
legally entitled to have information about their child’s schooling delivered in a form they can
understand" (p. 3.6) and offered the following guidelines as suggestions:
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1. Have access to translators: faculty and staff members, other students in the school
may be used on a limited basis if they are old enough and have good skills in both
languages;
2. have standard information available in translation in the major languages represented;
3. Have simplified versions of information available with some English skills; and
4. have on hand videotapes in the major languages that give basic information. (p. 3.6)

Research Question #7
What is the principal’s perception of standardized test scores in relation to English
Limited Language learners?
According to the State of Tennessee Department of Education (2005):
The purpose for including our student population of English Language Learners (ELL) in
our Tennessee Comprehensive Assessment Program is to help ensure that children who
are limited English proficient, including immigrant children and youth, attain English
proficiency, develop high levels of academic attainment in English, and meet the same
challenging state academic content and student academic achievement standards as all
children are expected to meet. (p. 2.14)
The principals responding to the survey commented that they had concern about ELL/Hispanic
students being held to the same standards as non-ELL/Hispanic students, especially when they
had not been exposed to the same prior instruction or background. It was reported by one
principal that many ELL/Hispanic students upon arrival in the United States school system were
behind their classmates academically and that those students had to be placed with their “age
appropriate class.” Citing one case in particular, a student arrived at school and by the reports
gathered, was in the first grade in his or her school in Mexico. The student was nine-years old
and was two years older than the majority of his or her classmates. The principal stated that this
was not the only incident of this type. If this student had been placed in the third grade, he or she
would have been required to participate in the standardized end-of-year testing.
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Testing accommodations was mentioned by 25 of the principals or 30% of those
responding. They contended that ELL/Hispanic learners should have more accommodations
than those provided by the state.
Effective instructional practices are crucial to addressing the educational crisis facing
many Hispanic students in the United States. The number of Hispanic students attending public
schools has increased dramatically in recent decades; yet, Hispanic students as a group have the
lowest levels of education and the highest dropout rate of any student group (Padron, Waxman,
& Riviera, 2002).

Research Question Number #8
To what extent are the attendance patterns of English Limited Language learners a
concern for the principal?
The principals responding to the survey reported that the attendance patterns of
ELL/Hispanic learners were higher or more positive than those of non-ELL learners. They
stated that ELL/Hispanic learners as a group had better attendance overall than did non-ELL
learners. One principal in particular reported that informing ELL/Hispanic learners of “when not
to come to school, such as school holidays, snow days, and other times when school had to be
cancelled abruptly was more of an issue than their attendance pattern."
According to Tennessee Code Annotated 49-6-3007,
A pupil in kindergarten through 12th grade who is in attendance at least half of the staterequired minimum school day (6 ½ hours for grades 1-12; four hours for K) shall be
counted as being present for that day. A student who is in attendance less than half the
state required minimum day shall not be counted present for any portion of that day. (n.
p.)
Attendance is always an issue for school systems and districts. In determining if a school
has made adequate yearly progress, attendance is one of the determining factors. Each school
must maintain a 93% attendance rate for the entire school year or it does not attain adequate
yearly progress.
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The school principals noted that student mobility was a major area of concern. One
principal stated that high student mobility rates affected the teacher’s record-keeping and the
students' test scores. Student mobility is always an area of concern for educators. The more
stable the school and home environment, the better resulting test scores appear to be.

Conclusions From Quantitative Data
According to the responses of principals concerning whether there were enough
translators in their buildings to communicate with the ELL/Hispanic learners, there was a neutral
opinion expressed by 35.8% of the respondents. The mean was 3.2593. The principals who
responded did not feel strongly either way about whether there was an adequate number of
translators at their schools. When comparing just those 16 principals who had a substantial
number (5%) of ELL/Hispanic learners enrolled at their school to the survey's overall population
of 81 principals, the means was 3.1875.
There was a fairly strong neutral response among the respondents as shown by the
quantitative data. Schools that had a enrollment of ELL/Hispanic learners of 5% and over were
considered substantial for this study. This is the reason for the strong opinion of disagreed or
agreed concerning this question.

Conclusions From Qualitative Data
The principals frequently responded that communication was a major issue in the
educational progress of ELL/Hispanic learners. Indeed, communication was an overriding theme
concerning culture, school, diversity, family, and miscellaneous items. The noticeable difference
in culture of ELL/Hispanic students was apparent among the respondents. They reported that
cultural differences and the diversity of a different culture resulted in a positive exposure for the
rest of their students and created opportunities for showing tolerance and respect for differences.
The principals reported that discipline issues of ELL/Hispanic learners were fewer than
those of non-ELL learners. However, when a behavioral issue arose, communication and the
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language barrier often were reported as a challenge. Parents of ELL/Hispanic students were
perceived as wanting to be involved and having respect for the educational systems in Northeast
Tennessee.
The state of Tennessee requires a 93% attendance rate for all students. Meeting this
requirement for ELL/Hispanic students was not an problem; although, the mobility/transience
rate was a concern for some of the participants.
Overall, principals viewed ELL/Hispanic learners as welcome additions to their schools.
They considered the assessment process and testing policies, however, as being unfair and
having a lack of relevance to acquiring language skills.

Connection to Literature Review
The findings that are presented in this study support the work of many individuals and
organizations interested in the education and welfare of English limited language learners. There
is a growing concern and awareness of the need to fully understand the diversity that is becoming
more apparent in American schools. As stated by Genaro (2004), “In June 2003, the census
bureau reported that Latinos are now the nation's largest minority group at 38.3 million people”
(p. 96).
The literature review also revealed items of interest that I have suspected for some time.
There is often controversy over the most effective method to educate ELL/Hispanic students.
Ramos (2002) stated, "There is need for a collective, encompassing direction to facilitate the
educational, social, and cultural development of Latino children and all immigrant children” (p.
162). This statement underscores the opinion that many share in seeking a common strategy for
all non-English speaking students.
The review of literature produced five themes concerning the Hispanic population: (a)
family, (b) barriers in educating Hispanic students/academic issues, (c) achievement results of
Hispanic students, (d) bilingual education, and (e) Hispanic culture. These five themes remained
constant throughout this project.
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The results from this study are supportive of the literature. The findings presented in this
project are varied and often without a clear definition concerning the many different approaches
to educating ELL/Hispanic students. Although an extensive review of literature was conducted,
there remains many more documents that address this topic of study.

Overall Conclusions
Speaking in the native language, immersion, dual immersion, pull-out programs, and
replacement programs were often mentioned as being the best practices for instructing
ELL/Hispanic students. Speaking from an educator’s standpoint, there is no substitute for good
quality instruction. The education of all students is of paramount importance. The effects of
students' educational, formative years last for a very long time. It is important that the system
gets it right the first time. No child deserves to be left behind because of a challenge or by being
ignored. As has been stated, the Hispanic population in the United States is on the rise. The
facts, figures, and statistics from the past 15 years point to a continuing increase of Spanish
speaking residents in the United States. There are still some geographical areas in Northeast
Tennessee where the Hispanic population has increased very little; but in other parts of the state,
there is a dense population of Spanish-speaking individuals. This increase must be seen as a
challenge to be conquered. Children deserve the best our educational system can provide. In
2004, Barton pointed out, "Equal achievement is still far around the corner and way down the
block. Assessment of educational progress consistently reports that the average 8th-grade
Hispanic student performs at about the level of the average 4th-grade White student” (p. 8).
There should never be an achievement gap among students based on the ethnicity of those
students. ELL/Hispanic students, as well as all students, should be encouraged, motivated, and
prodded to become productive citizens and active learners.
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Recommendations for Practice
It is vital that principals of ELL/Hispanic learners realize the differences in culture and
background of ELL/Hispanic learners. In response to the principals' remarks in the survey, there
should be a more devised method of communicating with ELL/Hispanic students and their
parents. Each school system should have the foresight to include in its long-range plans more
ELL translators for each school with this need. This would meet the previously mentioned needs
and reduce some of the communication barriers.
Schools should celebrate the point that ELL/Hispanic learners require less or the same
amount of time in regard to discipline and attendance. The area of attendance is of vital
importance to all schools especially in relation to funding and adequate yearly progress. The fact
that ELL/Hispanic learners have a positive attendance pattern should be noted in each school
systems' profile and reflection in the community.
Principals should be the leaders in preparing for the change that the influx of
ELL/Hispanic learners will bring to their schools. In answer to research question number 7:
What is the principal’s perception of standardized test scores in relation to English Limited
Language learners, 30% of the principals responded that ELL/Hispanic learners should have
more accommodations than those currently provided by the state. Because the principals
surveyed have this opinion, they should be at the forefront in leading their schools to be ready for
a changing student population.
The neutral response of 35.8% to research question number 1 and 44.4% to research
question number 2 was most likely a result of those schools having a lower enrollment of
ELL/Hispanic learners as evidenced in tables 24 and 25. Those schools should be aware of and
begin preparing for the growing number of ELL/Hispanic students migrating into the areas that
their schools serve. While there may not be a large percentage at this time, according to
previously mentioned data the numbers are on the increase.
Responding to a challenge is what educators do every day. Communicating with and
reaching students is part of every day occurrences. There is a rise in the number of

88

ELL/Hispanic students in the schools of Northeast Tennessee. This rise is seen dramatically
throughout the rest of the United States. School leaders should recognize this fact and begin
implementing whatever changes and adjustments necessary to ensure the highest possible level
of success for all students. In a report submitted in 1996 to then-President Clinton, Guzmán
stated:
To reverse a legacy of neglect and to ensure Hispanic Americans equitable opportunity in
educational attainment, it is important to form partnerships among all levels of
government, the public and private sectors, the community, teachers, administrators,
students, and parents. All are equally challenged to take a role in addressing the
educational issues facing Hispanic American education, and all must learn to work
together toward a common goal of excellence for all students. (n. p.)

Recommendations for Further Research
With an ever increasing number of states beginning high-stakes testing procedures for all
students including those who are ELL/Hispanic, there will be an increase in the number of
students who encounter difficulty mastering those tests. These assessments often confront
ELL/Hispanic students with issues that produce problems in understanding the original meaning
of the questions. Vocabulary usage is an example of how a student may have difficulty
understanding questions. The intent or meaning may be particular to a subgroup or culture or it
may be relative to the author(s) of the test. If students, especially ELL/Hispanic students, cannot
understand content, there could be an obvious drop in test scores.
Many principals are in favor of some type of modifications that allow ELL/Hispanic
students to perform and be judged according to their true ability levels. Even though high-stakes
testing or assessment is beginning to be more widespread among individual states, there has not
been a lot of research done on the effectiveness of accommodations. According to Liu and
Thurlow (1999), “For students taking tests in reading and mathematics for the first time, the
passing rates of LEP students receiving ESL resources are far lower than those of the general
population” (p. 3)
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The principals who participated in the survey said they felt that accommodations might
help students demonstrate what they know; however, they pointed out that these
accommodations need to be dealt with carefully or correctly. The wrong use of accommodations
or modifications could damage the overall educational process of ELL/Hispanic students.
Students need to be provided opportunities to learn the material that they will encounter on the
tests. During the time ELL/Hispanic learners are acquiring English skills, teachers need to be
aware of these students achieving in other academic subjects as well.
A future study of classroom teachers and possibly ELL teachers would offer a different
perspective to the questions asked throughout this project. The study could also include system
supervisors, school boards, and others involved in the policy process.
There will probably not be one single approach that works best in meeting the challenge
of educating ELL/Hispanic learners. Every student is unique and should be taught in this
manner. There are many factors affecting their education, from culture to parental involvement
to language development. All of these factors need to be taken into account at the school level.
According to Padron et al. (2002):
Effective instructional practices are crucial to addressing the educational crisis facing
many Hispanic students in the United States. The number of Hispanic students attending
public schools has increased dramatically in recent decades, yet Hispanic students as a
group have the lowest levels of education and higher dropout rate. (n. p.)
As stated by the publication Key Indicators of Hispanic Student Achievement (2000):
Education is the key to individual opportunity, the strength of our economy, and the
vitality of our democracy. In the 21st century, this nation cannot afford to leave anyone
behind. While the academic achievement and educational attainment of Hispanic
Americans has been moving in the right direction, untenable gaps still exist between
Hispanic students and their counterparts. (n. p)
This study was limited to the school systems in Northeast Tennessee in what is known as
the First Congressional District. In order to generalize these findings to the entire state,
additional research should be conducted across the entire state to determine if the same results
are realized. If the same findings are determined, this will continue to support the research
generated by this project.
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Statement From the Researcher
In my opinion, ELL/Hispanic learners need a solid program that focuses on reading and
language skills before other subjects are introduced. Ideally, a student new to the United States
educational system who does not speak English would receive an intense time of only language
training before beginning any other subject matter. If a student cannot read or comprehend what
he or she reads, no type of program will be sufficient. Teachers should be trained in how to
connect best with non-English speaking learners; this might include requiring the ELL instructor
to speak in the learner’s native language.
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APPENDICES
APPENDIX A
Northeast Tennessee Principals Survey Questionnaire

For more information or comments contact Dwayne Moore (423) 587-4930
or dwaynemoore0307@charter.net

I. Demographics
1. Years of experience as principal

a. 0-2____
b. 3-5____

c. 5-10____
d. more than 10___

2. level of degree obtained

a. Master’s____
b. Master’s plus__

c. Ed.S.___
d. Ed.D.___

3. Number of students in school

____

4. Number of teachers in school

____

5. Grade span of school

K-5___ 6-8___ 9-12___ other___(please specify)

II. Survey Questions

Using the following 1 -5 scale, please indicate by circling the most correct response, the degree
to which you agree with the statements listed below.
1
strongly disagree

2
disagree

3
neutral

4
agree

5
strongly agree

6. There are an adequate number of translators to communicate with the ELL/Hispanic students
in my school?
12345
7. I prefer a pull-out program versus a replacement program for ELL/Hispanic students at my
school?
12345

III. Short Answer Questions
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Please respond briefly to the following questions, using as much space as necessary:

8. At your school briefly describe the positive aspects of having ELL/Hispanic students.
9. Has parental involvement and communication with parents of ELL/Hispanic students been a
challenge at your school, and if so how has this challenge been met?
10. What are some of the cultural/social issues that you face in dealing with ELL/Hispanic
students?
11. Do ELL/Hispanic students require more or less of your time in regard to discipline and what
are the reasons?
12. What concerns if any, do you have in regard to the achievement level of ELL/Hispanic
students related to local assessment and national assessment such as Adequate Yearly
Progress?
13. What was the approximate average number of days that each student was absent last school
year for ELL/Hispanic students?
14. What was the approximate average number of days that each student was absent last school
year for non-ELL/Hispanic students?
15. Approximately how many ELL/Hispanic students were enrolled in your school at the
beginning of the school year?
16. Approximately how many ELL/Hispanic students were enrolled in your school at the end of
the school year?
17. Approximately how many ELL/ Hispanic students moved away or dropped out of your
school after the first twenty days of school last year.
18. Approximately how many non ELL/Hispanic students moved away or dropped out of your
school after the first twenty days of school last year?
19. Approximately how many ELL/Hispanic students enrolled at your school after the first 20
days of school last year?
20. Approximately how many non ELL/Hispanic students enrolled at your school after the first
20 days of school last year?
21. Is there any additional information you might deem necessary or relevant to this project?
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APPENDIX B
Letter to Principals

July 7, 2005

Dear Sir or Madam
My name is Dwayne Moore. I am a doctoral student at East Tennessee State University.
To complete my degree, I am doing a dissertation on the Rapid Rise of Hispanic Students in
School Systems of Northeast Tennessee. You have been identified as the Principal of your
school. I am asking that you complete the enclosed survey by circling the appropriate response
and adding additional comments as necessary. The results will remain confidential and the data
obtained will only be used in this project. In addition, the results should assist in the research for
a doctoral dissertation and be beneficial to our educational community in developing awareness
of this current trend. The terms ELL, ESL, ELP, English Limited Language or English as Second
Language are often used interchangeably and refer to the same group of students.
If I have attempted to contact you electronically and failed, I have enclosed a survey and
a self-addressed stamped envelope for your reply. Please return the survey in the provided
envelope by July 28,2005. If you have further questions you may contact me at (423) 587-4930,
(423) 231-0071, or (423) 586-1263. E-mail address is dwaynemoore0307@charter.net.

Sincerely,
Dwayne Moore
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APPENDIX C
Informed Consent Form

Page 1 of 2

PRINCIPAL INVESTIGATOR: Dwayne P. Moore
TITLE OF PROJECT: The Perceived Effects of the Rapid Rise of Hispanic English Limited
Language Learners on the School Systems of Northeast Tennessee
INTRODUCTION: This study is attempting to provide information about the educational
barriers associated with the educational process of Hispanic/ELL students. The principals of
kindergarten through grade 12 schools that comprise the First Congressional District of
Northeast Tennessee will be the recipients of the survey.
PURPOSE: The number of Hispanic/ELL students who are enrolling in the school systems of
Northeast Tennessee are climbing at a rate that exceeds that of other ethnicities. This study will
seek to identify the perceived characteristics and barriers related to the educational process of
Hispanic/ELL students.
DURATION: The survey will be sent to approximately 132 principals that were mentioned
earlier. The survey should take no more than 15-20 minutes to complete. A follow up e-mail will
be sent approximately one week after the initial mailing.
PROCEDURES: The survey will be comprised of 5 demographic questions, 2 likert type
questions and 14 short answer questions. Identification of participant’s names will not be made
available. Records will be purged after all tests are completed.
POSSIBLE RISKS/DICOMFORTS: Some questions may be hard to answer due to the lack of
knowledge of the particular subject or amount of experience of the participant.
POSSIBLE BENEFITS AND/OR COMPENSATION: No participant benefits or forms of
compensation are included in this study.
CONTACT FOR QUESTIONS: If there are any questions, concerns, suggestions, please
contact Dwayne P. Moore (XXX) xxx-xxxx or Dr. Terrence Tollefson (XXX) xxx-xxxx at East
Tennessee State University. You may also contact the Chairmen of the Institutional Review
Board, at (423) 439-6054 for any questions you may have about your rights as a research
participant.
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CONFIDENTIALLITY: Confidentiality for the participant will be a primary concern for this
research. All records will be stored in a locked file cabinet in my home for at least ten years at
the conclusion of this research. The results of the study will be published and/or presented
without naming the participants.
COMPENSATION FOR MEDICAL TREATMENT: East Tennessee State University
(ETSU) will pay the cost of emergency first aid for any injury that may happen as a result of
your being in this study. They will not pay for any other medical treatment. Claims against
ETSU or any of its agents or employees may be submitted to the Tennessee Claims Commission.
These claims will be settled to the extent allowable as provided under TCA Section 0-9-307. For
more information about claims, call the Chairmen of the Institutional Review Board of ETSU at
(423) 439-6054.
VOLUNTARY PARTICIPATION: The nature of this study has been explained to me and I
am knowledgeable of the nature, demands, and the benefits of its findings. Furthermore, I know
that I have the ability to ask questions and withdraw from the project at any time. I have read and
fully understand this consent form. I sign it freely and voluntarily. A signed copy will be give to
me upon request.

_______________________________________________________/_______________
SIGNATURE OF VOLUNTEER PRINCIPAL
DATE
______________________________________________________/________________
SIGNATURE OF INVESTIGATOR
DATE
_____________________________________________________/_________________
WITNESS
DATE
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NARRATIVE DESCRIPTION OF THE PROJECT

Page 1 of 3
1.NAME OF PRINCIPAL INVESTIGATOR
Dwayne Phillip Moore

2.
PROJECT TITLE
The Perceived Effects of the Rapid Rise of Hispanic English Limited Language Learners on the
School Systems of Northeast Tennessee
3.

PLACE
This study will be conducted at Public K-12 school systems of Northeast Tennessee
(FOR CLINICAL RESEARCH ONLY) State where the clinical activities will
be performed and by whom (be specific).

4.

OBJECTIVES
The objectives of this study are…To identify characteristics and barriers related to the
educational process of Hispanic English Limited Language Learners
5.

SUMMARY
Briefly summarize the entire study
The number of Hispanic students who are enrolling in and attending the public school
systems of Northeast Tennessee are increasing at a rate that far exceeds the school growth
rate of other ethnicities.
In this study I will seek to identify characteristics and barriers related to the educational
process of Hispanic/ELL students. The previously mentioned students will be identified
as Hispanic/ELL, because in the state of Tennessee all students whose native language is
not English fall under the umbrella of the ELL label. The Principals of the schools that
comprise the 17 system, 132 school First Congressional district o Northeast Tennessee
will be the recipients of the survey questions.

6.

METHODS OF RECRUITMENT
Recruitment procedures should be designed to assure that consent is given freely and
to avoid coercion or undue influence. To evaluate this, the IRB should know from what
population the subjects will be drawn and what methods of recruitment will be used (i.e.,
advertisement, letter, referral, etc.) The above mentioned principals will be contacted via
electronic mail from addresses obtained on the state of Tennessee website.

7.

RESEARCH DATA
Address data collection in this section. How will research data be recorded and
maintained. If identifiable information (e.g., names, SSN, other designated codes linking
the subject to the data) is to be retained, explain why it is necessary to the research to
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retain this (identifying) information, who will have access to it and for what purpose or
explain that no identifiers will be retained.
For data research that does not require the investigator to retain identifiable information
even though the investigator has access to it (e.g. retrospective chart reviews for
aggregate lab values, SIS system access for aggregate score retrieval, case studies,
etc.), address, if applicable, how identifiable information will be protected.
8. SPECIFIC ROLE OF HUMAN SUBJECTS
Respond to survey questions based on prior knowledge, experience or obtainable data,
Specify what procedures the subject will be required to do. Be specific.
9.

SPECIFIC RISKS TO SUBJECTS
There are no known risks associated with this research.

10.

BENEFITS TO SUBJECTS
Information obtained from project will assist principals and school systems in meeting
the challenge of education Hispanic/ELL students.

11.

INDUCEMENTS
List incentives being offered and under what conditions (i.e., completion of
participation, pro-rated, etc.)
None.

12.

SUBJECT CONFIDENTIALITY
Each subject/participant’s right to privacy will be maintained. The research
information will be available for inspection by study related personnel, the FDA (only if
this is a drug/device study), DHHS, ETSU IRB(for non-medical research) or ETSU/VA
IRB (for medical research) and (VA Research & Development, if a VA study), or
(Sponsors: specify drug company or any other outside agency). All information about the
subject/participant’s will be treated confidentially and will not be revealed, except as
noted above, unless required by law.

13.

INFORMED CONSENT
Sample: The Informed Consent (For VA research: use VA Form 10-1086) is attached.
All (choose one: subjects/participants) will be given Informed Consent (IC), have any
questions answered by the principal investigator or other knowledgeable, qualified
designee(s), and receive a copy of their signed Informed Consent Document (ICD),
unless the requirement for signed IC has been waived by the IRB. When appropriate (IC
requirements not waived) the (subject/participant/patient) will be required to document
their agreement to participate by signing the ICD in order to participate in the project.
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14.

ADVERSE REACTIONS REPORTING
Any unanticipated event. All adverse events (AE) must be reported (for local events)
verbally to the IRB within 24 hours of its occurrence and in writing to the IRB (and R&D
Chairs for VA research) (1) for local events – no later than five working days from the
date of the event, and (2) for off-site events – no later than five working days from the
date the PI is notified of the occurrence.

15.

PERTINENT LITERATURE
Bibliographic listing (required).

16.

LOCATION OF RECORDS
Include specific location in which the records will be stored. If appropriate include
Department, building and room number.
Home of Investigator
Dwayne P. Moore
7665 Abbey Lane
Talbott, Tn 37877
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APPENDIX D
Languages Spoken in Tennessee

Languages Spoken in Tennessee
English is spoken at home by 95.17% of people over 5 years
old in Tennessee.
Languages other than English are spoken at home by 4.83%.
Speakers of languages other than English are divided up as
follows.
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Tennessee
Total

Language
English

5,059,404

Spanish or Spanish Creole

133,931

German

20,267

French (incl. Patois, Cajun)

17,557

Chinese

7,492

Vietnamese

6,625

Korean

6,550

Arabic

6,482

Laotian

4,496

African languages

4,480

Japanese

4,423

Other Indo-European languages

4,250

Tagalog

3,386

Italian

3,134

Other Asian languages

2,938

Russian

2,928

Gujarathi

2,494

Other Indic languages

2,170

Other West Germanic languages

2,101

Hindi

2,023

Persian

1,940

Serbo-Croatian

1,765

Greek

1,413

Polish

1,398

Urdu

1,319

Other Slavic languages

1,298

Mon-Khmer, Cambodian

1,293

Portuguese or Portuguese Creole

1,259

Thai

1,159

Other Pacific Island languages

1,076

Other Native North American languages
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913

Hebrew

823

Other and unspecified languages

694

Scandinavian languages

613

Hungarian

564

French Creole

510

Yiddish

327

Miao, Hmong

263

Armenian

113

Navajo
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Modern Language Association. (2005). A map of languages in the United States. Retrieved
October 14, 2005, from http://www.mla.org/resources/census-main

106

VITA
DWAYNE PHILLIP MOORE

Personal Data:

Date of Birth: May 14, 1961
Place of Birth: Jefferson County, Tennessee
Marital Status: Married

Education:

Carson Newman College, Jefferson City, TN
B.S.
1983
Lincoln Memorial University, Harrogate, TN
M.S.
1997
Lincoln Memorial University, Harrogate, TN
Ed.D
1999
East Tennessee State University, Johnson City, TN
Educational Leadership and Policy Analysis, Ed. D.
2005

Professional
Experience:

Assistant Principal
Meadowview Middle School
Morristown, TN
1997 - 2001
Principal
West Elementary School
Morristown, TN
2002 - Present

107

